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Abstract
Physical Educators’ Socialization and Self-efficacy
Toward the Behavior Management of Students with Disabilities
Amelia Chloe Simpson, M.S.
Intro: Although studies have evaluated how physical educators learn behavior management, little effort
has been made to identify the socializing experiences and sources of self-efficacy that influence how
physical educators approach the behavior management of students with disabilities (SWD).
Purpose: The purpose of this study was to understand how physical educators develop self-efficacy
toward the behavior management of SWD throughout the phases of occupational socialization theory.
Method: Data for the mixed-method study included 85 U.S. public (K-12) physical educators who
completed a survey that collected demographic information and responses to the Teaching Students
with Disabilities Efficacy Scale (Solomon & Scott, 2013). The sample was predominately white (80%) and
averaged 41.48 years of age (SD = 10.75), with participants’ years of teaching experience ranging from 1
to 48 years (m = 14.47; SD = 10.28). A purposive subsample of nine participants in early (n = 3), mid- (n =
3), and later (n = 3) career stages partook in a semi-structured interview focusing on their self-efficacy
toward the behavior management of SWD.
Results: Findings revealed that age rs (83) = 0.22, p = 0.04. and years of teaching experience rs (83) =
0.23, p = 0.04 were weakly correlated with self-efficacy scores. Further, years of teaching experience
significantly predicted self-efficacy, F (2, 81) = 3.25, p = 0.04. Those with more hours of professional
development had significantly higher levels of self-efficacy, H(5) = 14.52, p = .01. Three themes were
constructed representing significant findings within each phase of socialization: (1) out of sight, out of
mind; (2) bare minimum basics; and (3) building a toolbox.
Conclusion: Findings suggest a need for greater attention to teacher induction programs and internal
mentoring systems to ease the reality shock experienced by novice physical educators.
Keywords: Challenging Behavior; Inclusion; Occupational Socialization Theory
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Introduction
The U.S. Department of Education, Office of Special Education and Rehabilitation Services,
published a Dear Colleague Letter (2016) to address the disproportionate exclusion of students with
emotional disturbance in public education. The letter clarifies that educators must provide the positive
behavior supports necessary for students to achieve their individualized education program (IEP) goals
in their least restrictive environment. Further, physical educators who exclude students with disabilities
(SWD) without providing positive behavioral supports are not providing the students with free and
appropriate public education (FAPE). Despite the requirement to provide FAPE to all students, physical
educators feel unprepared to meaningfully include SWD in their classes and are particularly challenged
in attempts to manage the challenging behaviors of SWD (Obrusnikova, 2008). Physical educators may
need to take time away from instruction to manage the challenging behavior of SWD, which can
contribute to the students’ social rejection and exclusion from meaningful participation (U.S.
Department of Education, 2016).
Physical educators’ attitudes toward inclusion matter because attitudes are a predictor of
intentions and behaviors (Ajzen, 2005). Challenging student behaviors have been identified as a barrier
to physical educators’ attitudes toward including SWD (Block & Rizzo, 1995; Morley et al., 2005;
Obrusnikova, 2008). In fact, physical educators are more willing to teach students with certain learning
disabilities than they are students with emotional and behavioral disorders, profound disabilities, and
intellectual disabilities (Block & Rizzo, 1995; Obrusnikova, 2008). Influences such as previous
experiences working with SWD, coursework in adapted physical education (APE), perceived
competence, and quality of experiences during physical education teacher education (PETE) training
programs have been found to significantly predict physical educators’ overall attitudes toward inclusion
(Block & Rizzo, 1995; Obrusnikova, 2008). These previous experiences indicate the potential influence
that PETE programs can have in preparing future physical educators to include SWD.
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Physical educators’ behavior management skills may be limited by the scope of practice they
learned in their professional training. The behavior management preparation offered across PETE
programs varies, and few programs offer a course dedicated solely to behavior management. PETE
program faculty have also reported a need to provide greater hands-on behavior management
experiences to pre-service physical educators (Lavay et al., 2012). Similarly, physical educators have
reported that their PETE training did not adequately address behavior management (Garrahy et al.,
2005; Lavay et al., 2014). Cooperating teachers have the potential to support teacher candidates’
transition into their profession, but they also have the potential to introduce teaching candidates to
ineffective practices (Garrahy et al., 2005; Richards et al., 2014). Perhaps partly due to this lack of
preparation or the strength of other socializing influences, physical educators’ behavior management
practices are often influenced by ideologies they establish before and after their PETE training. These
influences are based on observations of and interactions with parents, teachers, and coaches in
formative years, and from workplace colleagues, administrators, and school personnel in childhood
(Lortie, 1975).
Theoretical Framework
Though there are clear influences on physical educators’ attitudes toward the inclusion of SWD
who exhibit challenging behavior, it is unclear how educators develop their specific beliefs toward
behavior management. Past research has utilized Bandura’s self-efficacy theory to investigate physical
educators’ belief in their capability to include SWD in their classes (Hutzler et al., 2005; Taliaferro et al.,
2015). Further, occupational socialization theory has served as a framework to investigate experiences
that influence physical educators’ attitudes toward and ability to include SWD (Dillon et al., 2020;
Lawson, 1983a). Self-efficacy theory (Bandura, 1997; 2006) and occupational socialization theory
(Lawson, 1983a) served as frameworks in this study.

2
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Self-efficacy describes “an individual’s belief in their capacity to execute behaviors necessary to
produce specific performance attainments” (Bandura, 1997, p. 3). Thus, physical educators’ self-efficacy
toward behavior management can be identified as their belief in their ability to successfully manage the
challenging behavior of SWD. Bandura (1997) outlines four sources that contribute to an individual’s
self-efficacy toward a specific task: (a) mastery experiences, (b) vicarious experiences, (c) social
persuasion, and (d) emotional and physiological states. During their lifetime, physical educators uniquely
experience sources that inform their self-efficacy toward behavior management. Experiences that form
self-efficacy typically occur together, rather than in isolation, while attempting a task (Bandura, 1997).
Prior experiences inform physical educators’ response repertoires, which consist of the previous
behavior management attempts that inform their future approaches (Siedentop & Eldar, 1989), and may
influence their self-efficacy toward the behavior management of SWD.
Much like their attitudes, physical educators’ self-efficacy toward inclusion is predicted by their
coursework and previous experiences with SWD (Hutzler et al., 2005; Taliaferro, 2010; Taliaferro et al.,
2015). Educators report lower levels of self-efficacy toward the inclusion of SWD on subscales related to
behavior management (Solomon & Scott, 2013). Further, physical educators have lower self-efficacy
toward the inclusion of SWD who have behavioral challenges as compared to students with other
disability types (Block & Rizzo, 1995; Obrusnikova, 2008). Physical educators may therefore be less
inclined to try interventions that allow SWD who exhibit challenging behavior to succeed in the general
education setting.
Occupational socialization is the process in which physical educators learn the necessary
knowledge, values, and skills to teach physical education (PE; Richards & Gaudreault, 2017). Previous
studies have used three phases of occupational socialization (acculturation, professional, and
organizational) as a chronological framework to examine how physical educators learn the
responsibilities and dispositions necessary for their role (Dillon et al., 2020; Lawson, 1983a; Lortie,
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1975). The first phase, acculturation socialization, takes place in physical educators’ formative years,
through their observations of influential socializers such as their parents, physical educators, and
coaches. Students spend a significant amount of time observing physical educators in their K-12
education, which influences their belief in the responsibilities required to be a physical educator (Lortie,
1975). This apprenticeship of observation may be absent for individuals who lacked peers with
disabilities in PE or physical activities. The next phase, professional socialization, begins when physical
educators start their PETE program training, where PETE faculty, cooperating teachers, and the
organizations they work for shape the new educators’ practices (Dillon et al., 2020; Richards et al.,
2014). Physical educators enter the final phase, organizational socialization, upon starting their career,
when they are influenced by the status quo of their working environment; negative influences during
this phase can lead to a “washout” of skills they learned during PETE program training (Lawson, 1983a;
Richards et al., 2014).
Conclusion
As more SWD join general education classes, physical educators report increasing difficulties in
addressing their students’ challenging behaviors. When physical educators have little preparation for, or
experience in, behavior management, they may rely on practices learned from experiences outside of
their PETE program training (Garrahy et al., 2005; Lavay et al., 2012). What remains unclear are the
specific socializing experiences and sources of self-efficacy that influence the way a physical educator
approaches the behavior management of SWD. While past studies have identified influential factors that
shape physical educators’ attitudes and self-efficacy toward inclusion in each phase of occupational
socialization theory, the quantitative findings provide only an overview of facilitators and barriers.
Researchers have called for more qualitative inquiries into behavior management preparation (Block &
Rizzo, 1995; Obrusnikova, 2008) and for mixed-method studies to improve understanding of PETE
program preparation (Vors & Bourcier, 2022). To inform improvements in PETE programs and continuing
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professional development (PD) related to behavior management, it is necessary to determine what is
influencing physical educators’ self-efficacy. Therefore, the purpose of this study is to understand how
physical educators develop self-efficacy toward the behavior management of SWD throughout the
phases of occupational socialization theory, with the aims of examining (a) differences between the selfefficacy of physical educators at different levels of career experience; (b) how previous coursework in
APE and years of experience relate to self-efficacy; (c) how physical educators report developing selfefficacy in each of the stages, and how these sources change over time; and (d) how physical educators
develop skills to manage the challenging behavior of SWD.
Method
A two-part concurrent mixed-method study with complementarity design was conducted. This
design was quantitatively dominant, as the qualitative data was used to explain, make meaning, and
cross-examine quantitative outcomes (Plano Clark & Creswell, 2008). The West Virginia University
Institutional Review Board’s acknowledgment of this project is on file with the WVU Office of Human
Research Protections (see Appendix A).
Participants
Part One
Eighty-five credentialed physical educators between the ages of 24 and 69 (Mage = 41.48, SD =
10.75) who currently teach K-12 PE in public schools in the U.S. volunteered to participate in the first
part of the study. There were 39 males, 45 females, and one participant who preferred not to respond.
Participants were predominately White (80.00%), followed by Asian (5.88%), Black (4.70%), American
Indianian or Alaskan Native (1.18%), and Native Hawaiian or Pacific Islander (1.18%); the remainder
(7.10%) preferred to not respond. Most of the participants (83.54%) held their master’s degree and
19.05% held a certificate in APE through the APE National Standards (APENS). Most of the survey
participants reported completing one course (33.33%) or five or more courses in APE (27.38%).
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Regarding behavior management courses, the majority of the participants reported two or fewer
courses including no courses (30.95%), one course (30.95%), and two courses (21.44%). Participants had
an average of 14.47 years of teaching experience (SD = 10.28) with a range of 1 to 48 years. More than
half of the participants taught general physical education (GPE; 54.12%), some taught both APE and GPE
(32.94%), and others taught APE (12.94%). Seven percent had zero hours of PD related to behavior
management, whereas 34 percent had 1 to 5 hours, 19 percent had 6 to 10 hours, and 40 percent had
more than 10 hours. There were 16 early career participants (mage = 29.38; SD = 5.29), 38 mid-career
participants (mage = 38.39, SD = 7.05), and 31 later career participants (mage = 51.52; SD = 7.33).
Demographic information is provided in Table 1, and an extended list of demographic descriptive
statistics and frequencies can be found in Appendix B and C.
Part Two
In the second part of the study, nine interview participants were purposively subsampled from
those participants who indicated an interest in taking part in a follow-up interview. All of the interview
participants held their master’s degree and the average age per group was mage = 27 years old (SD =
1.73; Male = 2, Female = 1) for the early career group, mage = 45.3 years old (SD = 1.53; Male = 2, Female
= 1) for the mid-career group, and mage = 55.33 years old (SD = 10.26; Male = 1, Female = 2) for the later
career group. Among the early career group were a high school general educator with one year of
experience (P9), a K-12 adapted physical educator with three years of experience and a state certificate
in APE (P4), and a K-8 physical educator with three years of experience in both the adapted and general
physical education setting (P5). The mid-career group consisted of a K-5 general physical educator with
12 years of experience (P3), a 9th-grade general physical educator with 15 years of experience (P6), and a
K-12 adapted physical educator with 16 years of experience and held a state certificate in APE (P7). In
the later career group were a 10th-grade general physical educator with 23 years of experience (P2), a K5 physical educator with 24 years of experience who taught both GPE and APE and held a certificate in
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APE through the APENS (P8), and a K-5 adapted physical educator with 32 years of experience who held
a state certificate in APE (P1). Further demographics for the interview participants’ can be found in Table
2.
Data Collection Procedures
Part One
A purposive sample was recruited using a snowball approach, and recruitment emails with an
attached cover letter (see Appendix D and E) were sent to three groups: (a) the Society of Health and
Physical Educators state affiliate chapters (n = 49), (b) undergraduate and graduate PETE program
faculty (n = 81), and (c) individual physical educators (n = 307). Individuals who elected to participate
were directed to the screening survey (see Appendix F) on the online survey platform Qualtrics (2021). A
screening survey collected information verifying inclusion criteria; 125 individuals interacted with the
screening survey. A personalized link to the study survey (see Appendix G) in Qualtrics was then emailed
to 101 individuals who qualified for the study and met the inclusion criteria. At the end of the survey,
participants were asked to provide their email separately to (a) enter a drawing for one of ten $20
Amazon electronic gift card incentives, and (b) express interest in a follow-up semi-structured interview.
Emails reminding participants to complete the study survey were sent after one week of no response,
and again after two weeks of no response. A third and final reminder email was sent in the final two
weeks of data collection. Of the participants invited, 85 participants provided complete usable data
which resulted in a response rate of 84 percent (Gay et al., 2011). Ten participants were each emailed a
single $20 electronic Amazon gift card based on the random drawing from the 78 participants who
entered.
Instrumentation.
Demographic questions. The demographic section included 24 questions about personal
demographics (e.g., age, gender, race; 9 questions), education (e.g., degrees attained, number of
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courses in APE; 7 questions), and current career as a physical educator (e.g., years of teaching
experience, grade level taught; 8 questions).
Teaching Students with Disabilities Efficacy Scale. Following the demographic questions was
the 19-item Teaching Students with Disabilities Efficacy Scale (Solomon & Scott, 2013). Validity and
reliability estimates were established by Solomon and Scott (2013) and were found to have high internal
consistency with a Cronbach’s α of 0.913. Responses were given on a 9-point Likert scale with the
anchors of “certain I cannot do” (1–2), “moderately certain I can do” (5–6), and “certain I can do” (9;
Solomon & Scott, 2013, p. 185).
Part Two
In part two of the study, nine participants, three from each career level group, were purposively
sampled and invited by email to partake in the semi-structured interview. Participants who expressed
interest in the interview were separated into three groups: early career (n = 9; <5 years; Hand & Stuart,
2012), mid-career (n = 23; 5 – 17 years), and later career (n = 19; >17 years; Carson et al., 2016). Group
lists were then randomized and the top four participants on each list were invited through email (see
Appendix H). Further participants from the related group were invited after a week of no responses
from the originally selected participants. Interviews were conducted on the web conferencing platform
Zoom, version 5.11.1. The auto transcription feature on Zoom was used to create initial transcripts,
which were revised for accuracy and to remove all personal identifiers. The interviews ranged from 54 to
113 minutes (m = 81 minutes). Upon completion of the interview, all nine participants were sent a $25
electronic gift card as an incentive. After each interview, the principal investigator completed a memo
reflecting on important meanings shared by participants during the interview (Merriam & Tisdell, 2016).
Instrumentation.
Interview Script. Like the chronological script design utilized by Dillon et al. (2020), the semistructured interviews followed the three phases of occupational socialization: acculturation,
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professional, and organizational (Lawson, 1983a). Questions and probes were written to prompt
participants to reflect on their socialization and sources of self-efficacy influencing their current
behavior management practices. Multiple cycles of revisions were made to the interview script, which
was reviewed by three faculty members with content expertise, then piloted with two doctoral students
(both former physical educators) and one current physical educator. Revisions were made to transition
statements to describe the time of interest more clearly and the focus on SWD. The five-part script (see
Appendix I) was designed with an introductory statement and questions to gain information about
participants’ educational background, current roles as physical educators, and school environment. The
next three occupational socialization question sets were written to relate to the targeted time period.
Data Analysis
Survey and interview data were analyzed separately and integrated during the interpretation
phase. For part one, survey data were analyzed using SPSS Statistics version 28.0 (IBM Corp., 2021).
Mean score imputation was used to replace the one missing data point (Cohen et al., 2013; Solomon &
Scott, 2013). As a preliminary step, internal reliability consistency was conducted on the items on the
Teaching Students with Disabilities Efficacy Scale, resulting in a Cronbach alpha of 0.91. The distribution
of the outcome variable, mean self-efficacy, was assessed visually by a Q-Q plot and histogram, and a
Kolmogorov-Smirnov test was conducted. Descriptive and frequency statistics were calculated and
correlations between the self-efficacy and demographic variables were assessed using Spearman’s Rho
rank correlation, a Mann-Whitney U-test, and a Kruskal Wallis H-test. A Kruskal Wallis H-test was
conducted to investigate differences in self-efficacy mean scores between early, mid-, and later career
groups. Finally, a multiple linear regression was used to examine how years of experience and
coursework in APE were associated with mean self-efficacy scores.
Interview data were analyzed using a modified version of Braun and Clarke’s (2006) six-phase
thematic analysis. The first phase, familiarizing with the data, began with reviewing and editing
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transcripts for accuracy. In the second phase, initial codes were generated by two coders to examine
inter-coder agreement by developing and applying a collaborative codebook to three transcripts, one
from each career level. The modification to include an inter-coder agreement calculation was made to
promote reflexivity, consider other ways to interpret data, and produce a percent agreement between
the coders (Miles & Huberman, 1994). The coders individually open-coded the first transcript and
collaboratively developed 35 initial codes with operational definitions (see Appendix J), which were then
applied to their independent coding of the second transcript. Next, the codebook was expanded to 41
codes and independently applied to the third transcript, which yielded a 94 percent inter-coder
agreement, which is considered acceptable (Miles & Huberman, 1994); however, this should be
interpreted with caution, as the method does not account for chance and is often inflated (O’Connor &
Joffe, 2020). The codebook informed initial codes for the six remaining transcripts. In phase three, the
codes were then searched to construct themes. In phase four, reviewing the themes, and phase five,
defining and naming the themes, the second coder served as a critical friend by reviewing and
questioning the potential themes’ representativeness. In the sixth phase, a report on the three
constructed themes was written up. Trustworthiness was established using methodological triangulation
and an audit trail including all recruitment efforts, interviews, and memos (Merriam & Tisdell, 2016).
Results
The presented results address the study’s purpose to understand how physical educators
develop self-efficacy toward the behavior management of SWD throughout the phases of occupational
socialization theory, with the aims of examining: (a) differences between the self-efficacy of physical
educators at different levels of career experience; (b) how previous coursework in APE and years of
experience relate to self-efficacy; (c) how physical educators report developing self-efficacy in each of
the stages, and how these sources change over time; and (d) how physical educators develop skills to
manage the challenging behavior of SWD.
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Quantitative Results
Results of a Kolmogorov-Smirnov test demonstrated that the participants’ self-efficacy scores
differed significantly from a normal distribution, D(85) = 0.10, p = 0.05; therefore the data were analyzed
as non-parametric. Descriptive analysis revealed a sample mean of 7.75 (SD = 0.86) for all five subscales
on the self-efficacy instrument combined (see Table 3 for total and subscale means and Appendix K for
item means). Spearman’s correlations revealed that both age, rs (83)=.217, p = 0.04, and years teaching,
rs (83)= 0.23, p = 0.04, were weakly correlated with self-efficacy. A Kruskal-Wallis H test indicated no
statistically significant difference between self-efficacy scores and group based on gender H(2) = 4.70, p
= 0.01; race H(5) = 4.23, p = 0.52; education H(2) = 0.80, p = 0.67; courses in behavior management H(5)
= 10.30, p = 0.07; and hours of practicum H(4) = 16.38, p = 0.17. Significant differences were found
between hours of PD and self-efficacy scores H(5) = 14.52, p = 0.01. To examine differences in hour
ranges of PD, a pairwise posthoc Dunn’s multiple comparison test with Bonferroni adjustments was
conducted. Results showed a significant difference in self-efficacy score between those who had 1 to 5
hours and those with more than 21 hours of PD (padj = 0.01). A Man-Whitney U-test suggested that there
were no statistically significant differences in self-efficacy scores between participants who were
certified adapted physical educators through the APENS and those who were not, U(NAPENS = 16, NNotAPENs
= 69) = 399.00, z = -1.72, p = 0.09. Self-efficacy did not vary by career group H(2) = 4.30, p = 0.12, with
mean rank scores of early career (mrank = 35.22), mid-career (mrank =40.70), and later career (mrank =
49.84). The correlation between the number of years taught and self-efficacy suggested a weak
relationship, rs (83)= 0.23, p = 0.04.
Results of a multiple linear regression examining the influence of years of teaching experience
and courses in APE on mean self-efficacy were significant, F (2, 81) = 3.25, p = 0.04, with a small effect
size (f2 = 0.08; Cohen et al., 2013). Participants’ years of teaching experience significantly predicted selfefficacy mean scores, b= 0.02, t= 2.20, 95% CI [0.002, 0.04] p = 0.03. Courses in APE were not found to
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be a significant predictor of mean self-efficacy scores, b= 0.07, t= 1.29, 95% CI [-0.04, 0.17] p = 0.20.
Years of teaching experience predicted a larger amount of variance of self-efficacy mean scores, β =
0.24, than did courses in APE, β = 0.14. Together, the variables accounted for little variance in the
participants’ self-efficacy scores, R2= 0.07. The results of the multiple linear regression can be seen in
Appendix L.
Qualitative Results
Three temporal yet interrelated themes represent the complex and dynamic sources of selfefficacy and socialization that influenced the participants’ conceptualizations of disability and beliefs in
their behavior management strategies related to each phase of occupational socialization: (1) out of
sight, out of mind (acculturation), (2) bare minimum basics (professional socialization), and (3) building a
toolbox (organizational socialization). Additional quotes supporting the themes can be found in
Appendix M.
Out of sight, out of mind
Reflecting on their childhood, many of the participants lacked meaningful experiences with
individuals with disabilities to draw upon in the PE classroom. The participants’ peers with disabilities
seemed to be out of sight and out of mind: “I just don’t have much recollection of students with special
needs…or I wasn’t aware, unless there was visibly something I could see” (P3). Most recalled being
aware that SWD were educated in a separate, self-contained classroom: “They all kind of put them in a
little room…so you kind of knew who was disabled” (P7). In this case, teachers used the threat of
sending students to the self-contained room to maintain the appropriate behavior of SWD. Many
participants recalled the current social stigma placed on disability and the difference in social awareness
now, as compared to during their childhood: “Growing up, if you did something stupid, you’re
‘retarded’…nobody was sensitive” (P8). The major exception to this finding was one participant who was
educated in an elementary school inclusion classroom, where she learned vicariously from educators
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who modeled effective behavior management and, through mastery experiences, successfully navigated
her peers’ behavior (P5). Lacking similar interaction with the behavior exhibited by SWD, the other
participants filled the gaps by reflecting on behavior management strategies they observed for all
students, including themselves. Within their school settings, participants often described behavior
management as old fashioned, with exercise being used as punishment, zero-tolerance policies, and
even corporal punishment: “To kind of give you an idea…I got paddled when I was at school” (P6).
Participants’ positive memories of educators managing behavior were based on the relationships with
students, which informed participants’ belief that if students were having fun, they would not act out.
Memories of childhood were often framed by the participants’ self-image. The participants
shared some or all the characteristics that are reported in PETE recruits (Lawson 1983a), like having a
sports background, valuing coaches and educators, and pursuing the career to give back. For
participants who believed they, themselves, demonstrated challenging behaviors when they were
children, the compassion and time their own coaches and educators took to understand the reasons for
their behavior were a motivator to pay it back. With limited exposure to disability in their formative
education, however, many of the participants drew upon familial values and experiences with
individuals with disabilities outside of school. Some of the participants learned disability awareness and
knew not to set limits based on diagnosis from the experiences they had with extended family members
and neighborhood friends with disabilities. More powerful were the ideologies their parents taught
them about compassion and not looking at individual differences, which informed their current practices
as physical educators (P1, P2, P4, P5, P7, P8, P9).
Bare minimum basics
The second theme, bare minimum basics, represented what participants felt they gained from
their professional training. Regardless of years of teaching experience, the participants all felt their PETE
program had an underwhelming influence on their ability to teach SWD. An absence of curricula focused
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on SWD and challenging behavior was a common grievance among participants, and they felt even
greater frustration from the lack of hands-on teaching experiences with SWD: “Trying to learn behavior
management is really challenging, so when we don’t focus on that as part of our curriculum in our
teaching programs, that’s a whole chunk that you’re missing out on” (P5). Some participants expressed
disdain for the inadequate preparation, while others seemed to approach the deficit as a matter-of-fact
reality that could only be made up for in on-the-job experience: “I would not want a single teacher that
is getting ready to come into the classroom to go through the program that I went through” (P2).
Regardless of their level of experience, the participants had little to report on their PETE
program’s curriculum related to SWD or behavior management; more so, there was an emphasis on
classroom management and modifications for students with physical disabilities. The information was
considered surface-level, leaving the participants with “the bare minimum basics, just because it was
more geared towards gen ed” (P4). Participants in their early career placed more emphasis on what they
learned about autism and a wider range of disabilities as compared to participants in their later career
who were introduced to a limited scope of disability. Participants who learned about disability recall
only the foundational characteristics of disability types, not the related strategies to work with the
populations; they learned things like: “Autism may look like this, may do this, just those classic definition
kind of things like, this is what it is…I don't remember much strategy being given” (P3). The strategies
that were emphasized were typical skills necessary for managing a classroom, such as building routines
and expectations: “I learned more my first month actually teaching my class...because it was such a
focus on procedure and lesson plans and there was very little having to do with student behavior” (P5).
With an early introduction to disability, the participant who was educated in an elementary inclusion
classroom noticed that her PETE program peers had a weaker understanding of disability and the reality
of their future working with SWD who exhibit challenging behaviors: “I think that PETE programs don't
typically…if you don’t have a background in special ED you don’t see the big picture” (P5).
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Participants with student teaching placements felt their experience was neither challenging nor
realistic for their future teaching of SWD or these students’ behavior in a typical PE classroom. Both
early career and later career participants’ PETE programs supplemented the missing experience with
“empathetic experiences” navigating the campus with wheelchairs (P1) and practice-teaching peers
pretending to have disabilities (P5). Taking an alternative route, like completing a post-bac credentialing
program, meant the participants had to skip student teaching and inform their teaching practices with
skills learned through other careers and their childhood (P8). Some left student teaching with the
impression that they would enter a PE classroom full of eager students who would be responsive to
their fun lesson plans: “I just thought I have these awesome plans…they’re gonna be thanking me and
high fiving me” (P6). Furthering the gap in preparation was a discrepancy in student teaching
placements that did not reflect the future grade level the participants would teach; for instance, one
participant noted an over-emphasis on classroom management skills learned in an elementary
placement, which did not apply to those who sought to teach high school PE (P2).
Participants’ relationships with cooperating teachers during student teaching were complex,
leaving differing impressions on the participants. Some cooperating teachers were held in high regard,
even when the teachers were considered “not the best educators” (P6) and were still thought of as an
influence on participants’ current behavior management approaches. Some felt an internal conflict to
adhere to guidance from their cooperating teachers to use outdated behavior management techniques,
like punishing students for their behavior by making them sit out of the activity, or using exercise as
punishment (P2, P5). The cooperating teachers whom participants considered effective at behavior
management were those who set expectations, routines, and rules early in the year without mention of
their response to student behavior (P2, P6, P9). Participants observed their cooperating teachers rely on
building relationships to maintain student behavior, further reinforcing the belief formed in childhood
that happy students having fun would result in appropriate behavior. There was a trend for participants
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to take a premature role as student teachers without time for observation or guidance from cooperating
teachers. Left alone in his student teaching and seen as a substitute teacher by his cooperating teacher,
one mid-career participant remembers the panic he felt chasing after a student with an intellectual
disability who had run away from the gym.
The later career participants expressed concern for beginning physical educators unprepared to
teach SWD with challenging behavior. Seeing young physical educators struggle and even leave the field
after a few years of teaching was directly linked to their professional training: “I think one of the great
deficits in terms of teacher training is your student teaching experience is so limited time-wise, the
breadth of what you’re exposed to is so small, and the real deficit is in behavior management” (P8).
Additional concerns were shared about new physical educators with credentials from online education
who could begin teaching without ever stepping foot in a classroom (P6). Together, the more
experienced participants seemed to feel responsible for easing new physical educators’ transition from
their professional training into full-time teaching (P1, P2, P6, P7, P8).
Participants exited their professional training believing in the importance of building rapport
with students to gain respect and maintain appropriate behavior. Upon gaining teaching experience, the
participants, especially those who were adapted physical educators, felt the foundational information
they learned about disability types in their professional training did not represent the diversity of
disabilities in their classrooms. In retrospect, the participants struggled to reason with the absence of
behavior management preparation, as they felt these skills were necessary to teach effectively. Without
the knowledge of or opportunity to gain practice managing students’ challenging behaviors, the
participants either misjudged or were unable to judge their behavior management capabilities and
readiness to react to behaviors exhibited by SWD.
Building a toolbox
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The third theme, building a toolbox, represented how participants described the process of
broadening their conceptualizations of disability and acquiring behavior management strategies. The
participants had more robust descriptions of the influences shaping their current behavior management
capabilities, and their level of experience was most apparent in the extent to which they could provide
lived examples and strong opinions about teaching SWD. Most of the participants felt that it was not
until their on-the-job experience that they started acquiring behavior management strategies for all
their students, let alone those with disabilities.
I think it grows a little bit every year because you face different challenges, and that is what I tell
my new teachers…you don’t have a toolbox yet. You have to build your toolbox and you’ve got
to build it from the bottom up, and every time a situation happens where you have to act
differently, you add a tool to your toolbox, because then the next time you can go through that,
but it takes years to really build that up. (P2)
Empty Toolbox. Participants who went directly into teaching from their professional training
placed more emphasis on the reality shock they felt when they realized that fun lesson plans might not
be enough: “Kids are like wolves: they smell blood. They’re like, oh man I’m gonna eat this guy up” (P6).
Participants described having less control over their emotional responses to their students’ challenging
behavior, and took the behavior as a personal offense early in their careers (P1, P2, P4, P6, P7, P8). All
participants recalled the turmoil they felt when first faced with addressing the challenging behavior of
SWD, despite their previous experiences with individuals with disabilities or career paths in APE. Early
career participants with little background interacting with individuals with disabilities seemed to hold
both self-doubt and inflated views of their behavior management capabilities. For example, one early
career participant seemed to perceive himself as competent in behavior management, yet had few
specific examples of his experience managing challenging behavior, and tended to divert his responses
to the lack of preparation in his professional training. Another participant, reflecting on his single year of
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teaching experience, felt he was unlucky to have had few interactions with SWD and students’
challenging behavior altogether and felt driven to gain experience in behavior management: “I haven’t
had those experiences quite yet…obviously I’d rather not have students have behavior issues, but I’m
not going to know how to deal with it until I deal with it, whenever that might happen to my career”
(P9).
Early in their careers, the participants found that disruptions, non-compliance, and unsafe
behavior of SWD were their greatest difficulties to manage. An early career participant recalled how he
was a bystander and relied on a paraeducator to manage the dangerous behavior of a SWD in his class:
“He acted out, really strongly, and would do unsafe things, and her [the paraeducator’s] first thing was
always just to try and calm him down and obviously get him out of that area” (P9). Reflecting on their
early teaching years, participants became aware that they held lower expectations for SWD behavior: “I
kind of forgave a lot of stuff and sometimes the paras would say, hey, no, that’s not acceptable” (P7).
Perhaps unaware of the lower expectations, one early career participant excused vocal outbursts from
his SWD that were known to be hurtful to students in the class because he knew the SWD was “trying to
be funny, get attention, and was a good kid” (P9).
Filling the toolboxes. In addition to their experiential learning, the participants soon learned
that a variety of social influences, including collaboration, was the key driver to filling their toolboxes.
Looking back, mid- and later career participants described their initial process of learning behavior
management skills for SWD as “trial by fire” (P8) on the job. Learning through failures led the
participants to strategies they found effective for managing the challenging behavior of SWD. The focus
on building relationships with their students continued, but for some participants, this grew into less of
a focus on providing students with fun and more onto taking a holistic approach to their education that
involved their parents and the students’ larger community of stakeholders. The participants collected
strategies from colleagues they observed, specifically veteran teachers. Special educators,
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paraeducators, and adapted physical educators were highly praised for the wisdom they passed to the
participants who were general physical educators. Board-certified behavior analysts who came into class
to work with SWD were seen as coveted resources who taught the participants skills to work with the
more difficult behaviors they observed from students with autism. Many of the participants valued input
from the other teachers of their SWD and relied on those other teachers to relay specific strategies that
worked in their classroom, as well as to alert them of daily concerns about certain SWD. Early in their
career, participants felt hesitant about consulting their students’ parents: “At first, I was really nervous
about collaborating with parents. I feel like when I first started, it was kind of us-versus-them mentality”
(P1). Over time, the participants realized that they shared the same goal the parents did: to support the
best interest of the student.
Collegial relationships were also found to be a source of grief; many of the experienced
participants observed peers employ behavior management practices on SWD they disapproved of: “…I
don’t think it’s cool to yell at kids. It just, it really aggravates me” (P8). This frustration was shared
particularly among the adapted physical educators, who perceived their general physical education
peers as ill-equipped to manage the behavior of SWD and as more prone to trigger the students’
challenging behaviors. Most of the adapted physical educators were dedicated to co-teaching as they
transitioned their students into GPE, and saw this time as an opportunity to teach their general
education peers about working SWD in a subtle way: “It’s also a great way to support the general
education PE teacher, because I’m at the same time teaching them” (P1). The adapted physical
educators working across school sites and physical educators who had changed schools saw extreme
differences in the way behavior management was approached by school administrators: “Almost night
and day” (P3). In some situations, the general physical educators felt unsupported by special education
colleagues and their administrators because of delays in paperwork for SWD, no paraeducators placed in
their class, and the trend of “dumping” SWD in late-period classes, all of which contributed to the
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participant being unprepared to manage the challenging behavior of their SWD. Participants who
worked at schools that used school-wide positive behavior intervention support (PBIS) plans felt
behavior management was more of a united effort among teachers and staff.
Professional development was another way the participants gained behavior management skills,
though it was a source of both value and disappointment. Access to PD was dependent on the school
district providing the training and funding the means to attend conferences. PD opportunities were
considered “hit or miss” and reflective of the changing norms in education (P1, P3, P4, P6, P8). Few
evidence-based behavior management strategies were discussed outside of the context of PD, which
included PBIS, response to intervention, therapeutic crisis intervention, social-emotional learning, and
specific attention to autism. For one mid-career participant, the PBIS PD she attended was her first time
learning tangible strategies for behavior management (P3). A later career participant found her training
in therapeutic crisis intervention and de-escalation to be a primary informant of the approaches she
used to address the challenging behavior of SWD (P1). In some cases, the PD opportunity was a catalyst
for buy-in to school-wide positive behavior support plans, and stimulated collaboration among
colleagues as they learned and practiced together (P1, P3).
Knowing the tool for the job. As their careers progressed, participants learned to discriminate
between the strategies they collected, and they felt more capable of knowing the right tool for the job:
“I think as my experiences broadened, a lot of the challenging things aren’t so much challenges, just
more you realize it’s gonna take a little more work” (P7). By the time participants had 15 or more years
of experience, they recognized themselves as mentors for their incoming colleagues, teaching them the
tools for the job: “I just think that first year…for new teachers that we really need to provide more
support for them. Particularly in the area of behavior management… things like picking your own
battles, how to work with challenging parents” (P8).
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Participants in their later careers found they had a better ability to step back and see students’
behavior not as a personal attack but as a signal for them to check in on the student. The participants
developed a tolerance for students’ challenging behavior and, though they still found it difficult, did
their best not to internalize their students’ behavior. A later career participant noted, “It’s been a
process of maturing, and I think being comfortable with myself. Because when I feel anxious, when I feel
like I can’t control something…I respond in a way that’s not right” (P8). Over time, the participants
realized they could be better educators, and their students were less reactive, if they could modulate
their emotional response, or at least their outward emotional response, to not let the students know
they were affected: “Because if they know they’ve gotten to you…that is very empowering to them, and
it gives them permission to keep going with the behaviors” (P1). Managing the flood of uncomfortable
emotions took away from participants’ ability to stay calm, so they learned to “fake it until you make it”
(P2).
Even with a decade or more of experience, participants had differing views of the right tools for
managing challenging behavior. Some felt that behavior should be dealt with by the least restrictive
method possible, whereas others felt that managing the challenging behavior of SWD was a demand
that could not be met with their large class sizes and wondered why they should prioritize one student
over the rest. One mid-career participant noticed, “You have people that want help, want
strategies…and you have those that don’t want to deal with it at all because we have tremendously
large classes” (P3). Recognizing that many factors influence challenging behavior did not always take
precedence over the challenges of teaching a large class, leaving this participant on the not-my-problem
side of the debate: “I mean we’ve almost got to get to the point in education, where other than the
small things in class, the major behavioral stuff needs to be dealt with outside of the classroom” (P2).
Bottomless toolbox. Most of the mid- and later career participants believed that if they stopped
learning, they were no longer suited to be an educator. Responding to unexpected circumstances along
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their journeys kept the physical educators on their toes. Unforeseen changes in disability incidence,
categorization of disability, accepted behavior management practices, the inclusion of SWD in physical
education, and the COVID-19 pandemic were all events that required participants to add new tools to
their bottomless toolboxes. The more experienced participants described how the spectrum of disability
broadened as their career progressed, and how teaching students with disability types they had not
worked with before prompted them to adapt to the challenge. Later career participants saw fads in
behavior interventions come and go, like skin brushing and foot tapping for students with autism. They
also noticed a shift away from punitive responses toward a greater focus on social-emotional learning
and crisis intervention.
One unexpected challenge that participants overwhelmingly reported was COVID-19, and the
impact remote learning had on students of all abilities returning to the classroom: “We’re seeing kids
who we believe are typically developing that come in with all these challenging behaviors. It’s really
become a huge thing over these past couple of years” (P1). Upon returning from remote teaching to the
PE classroom, the physical educators spent more time setting classroom management expectations at
the beginning of the school year than in previous years. Alternatively, working with their SWD on Zoom
meant the physical educators got a glimpse the way these students function in their home, which was
beyond the expectations they were setting in their classroom. Things like seeing SWD boot-scoot across
their bedroom, stand with the support of their coach, and use language with their families became
expectations the participants held for the students in their PE classroom.
Discussion
Physical educators have reported feeling unprepared to manage the challenging behavior of
SWD (Garrahy et al., 2005; Lavay et al., 2014), which can negatively impact their attitudes toward the
inclusion of SWD (Block & Rizzo, 1995; Morley et al., 2005; Obrusnikova, 2008). Previous studies indicate
the positive role that PETE programs can have on physical educators’ self-efficacy toward inclusion

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

23

(Hutzler et al., 2005; Taliaferro, 2010; Taliaferro et al., 2015). Socializing factors from before and after
physical educators’ professional training also inform how they approach the behavior management of
SWD (Morely et al., 2005). The sources of self-efficacy that inform physical educators’ belief in their
capabilities to manage the challenging behaviors of SWD are discussed throughout the phases of
occupational socialization theory.
Socialization and Self-efficacy related to Behavior Management of SWD
Participants’ sources of self-efficacy were most informed by childhood socialization through
forms of vicarious experiences and social persuasion. Once in their PETE program, participants gained
experience in all four sources of self-efficacy, primarily in student teaching, but were limited in
opportunities to teach SWD. As full-time physical educators, they could more accurately perceive their
behavior management capabilities based on their day-to-day responses to situations teaching SWD.
Acculturation
The interview participants entered their professional training with limited experiences
interacting with SWD. As previously found with special educators and physical education teacher
candidates, SWD were absent from the participants’ apprenticeship of observation in their K-12
education (Dillon et al., 2020; Park & Curtner-Smith, 2018). Since the participants did not have peers
with disabilities during their childhoods, they formed a subjective warrant (a perception of their
capabilities needed to become a physical educator) oblivious to their future role in teaching SWD
(Lawson, 1983a; Lortie, 1975).
As in previous findings, the ideologies the participants formed during their childhood informed
the behavior management practices they used in their current teaching (Morley et al., 2005). Most of
the interview participants shared common characteristics of a PETE recruit, such as being athletic and
pursuing a career as a physical educator to become a coach (Lawson, 1983a). Uncharacteristic of
individuals with coaching orientations were the participants’ dual values for their teaching and coaching
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roles. It appears that the shifting sociocultural norms surrounding acceptance helped the participants
filter out inappropriate behavior management practices observed from their coaches through vicarious
experiences. Instead of carrying forth zero-tolerance and punitive measures to maintain behavior,
participants held onto the investment that former coaches made in their lives to pass forward to their
students, particularly those with behavioral challenges. Consistent with socialization theory, the values
participants learned from influential figures during this period outweighed the experiences in their later
PETE program (Lawson, 1983a).
Professional
The professional phase has been considered the weakest form of occupational socialization, as
influences from childhood and the workplace outweigh the limited time physical educators spend in
their PETE program training (Darling-Hammond & Richardson, 2009). Irrespective of having an
undergraduate or graduate degree, 83 percent of the participants in this study reported 2 or fewer
courses in behavior management. This aligned with the concern the interview participants shared about
their insufficient preparation in behavior management and critique from professionals about the
insignificant time allocated to behavior management strategies in PETE program training (Garrahy et al.,
2005; Lavay et al., 2014). The participants were more receptive to the curriculum taught by faculty they
perceived as credible in their PETE program (Graber, 1995), and questioned the credibility of faculty who
lacked practical experience.
Despite research evidencing the positive change that coursework in APE can have on physical
educators’ attitudes and self-efficacy toward inclusion (Block & Rizzo, 1995), results of the current study
did not show the same impact of APE coursework on self-efficacy based on survey and interview data.
This may be explained by the limited curricular space for behavior management and the low value the
interview participants placed on their professional training, supporting the notion that the professional
phase is the least influential (Lavay et al., 2014; Richards et al., 2014). The participants’ recollection of
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their PETE program training is consistent with findings that APE course syllabi tend to focus on disability
types and teaching strategies, with behavior management making up only a small fraction of the course
content (McNamara et al., 2022). Most behavior-management-related curricula reported by the present
participants focused on proactive classroom management techniques like setting routines and
expectations early in the school year; however, these techniques may be insufficient in preparing
physical educators to react in the moment to unexpected challenging behavior exhibited by SWD.
Without knowledge of behavior management practices informing their strategies, the
participants relied on their few student teaching experiences to gauge their capabilities. Student
teaching is considered a bridge to actual teaching and can, concerningly, be when future educators
begin to experience skill washout; inductees in student teaching tend to adopt strategies within their
working environment and revert to beliefs they formed during acculturation (Zeichner & Gore, 1989).
Like their avoidance of their coaches’ inappropriate strategies, the participants rejected the behavior
management strategies taught by the cooperating teachers that they perceived as unacceptable.
However, this did not come without strain, and like the teacher candidates in Dillon et al.’s (2020) study,
participants in the present study felt torn between the pressure of their cooperating teacher and their
need to adhere to appropriate behavior management strategies. Conflicting sources of vicarious
experiences and social persuasion distracted participants from gaining an appraisal of their abilities to
manage the challenging behavior of SWD. Unless otherwise experienced with individuals with
disabilities, the participants left their PETE program with a subjective warrant that did not consider their
roles in teaching SWD or the spectrum of challenging behavior they would face in the classroom.
Something to be considered is the impact that COVID-19 had on participants’ socialization and
self-efficacy. The COVID-19 pandemic may have impacted participants’ PETE training and evaluation of
their capabilities considering the shifting demands. Participants who completed their PETE training
during COVID-19 may have had greater deficits in their preparation as they may have missed hands-on

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

26

experience teaching SWD. Some interview participants may have felt more frustration toward their PETE
program experience after facing the unpredictable consequences of COVID-19 on student behavior,
which they may have not been prepared for.
Organizational
Induction into physical education has been labeled as the most difficult and important period in
an educator’s career (Richards & Gaudreault, 2017). Like past educators who felt they were “thrown to
the wolves” in their beginning years (Garrahy et al., 2005, p. 58), participants in the present study
experienced a reality shock once faced with actual student behavior. Without the development of
behavior management knowledge and skills related to SWD in their professional training, the
participants faced little threat of skill washout (Zeichner & Gore, 1989). The primary challenges reported
by participants in their early careers were acts that disrupted their teaching and affected their classroom
management, which stemmed from their inability to manage their large class sizes while simultaneously
addressing the behavior of SWD.
When first faced with the challenging behavior of SWD, participants felt panicked and
frustrated, which resulted in quick judgments and reactive strategies, like yelling. As they tried to cope
with these physiological and emotional responses, participants questioned their teaching capabilities,
which informed lower levels of self-efficacy toward inclusion (Bandura, 1997; Hutzler et al., 2019). Such
occupational stressors can cause physical educators to take avoidant and reactive approaches, leading
to ineffective instruction as they try to maintain order in the classroom (Bandura, 1997; Hutzler et al.,
2019). The early career participants, who considered themselves to be less strict than their more
experienced colleagues, were more inclined to avoid addressing disruptive behavior. Even if equipped
with skills, feelings of self-doubt can overrule acquired skills (Bandura, 1997). Although participants
believed that being an effective educator meant building positive relationships and maintaining a fun
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environment, their actions when responding to the challenging behavior of SWD digressed from these
values.
Corroborating previous findings that show the importance of years of teaching on physical
educators’ attitudes and self-efficacy toward inclusion of SWD (Obrusnikova, 2008), the survey
participants’ years of teaching experience were positively correlated with and predicted their selfefficacy beliefs. These statistically significant findings were supported by the mid- and later career
physical educators, who described their behavior management capabilities more extensively with
seemingly greater confidence. Sources of self-efficacy do not occur in isolation when attempting a task
(Bandura, 1997), and the mid- and later career physical educators saw value in their early behavior
management failures and successes, which built a repertoire of responses they used to inform future
behavioral challenges of SWD (Siedentop & Elder, 1989). With greater levels of self-efficacy, the current
participants were more resilient to challenges and dedicated to overcoming hurdles (Bandura, 1997).
Like the educators in Morley et al.’s (2005) study, the present participants’ perspectives shifted away
from seeing behavioral challenges as difficulties to seeing them as something that was going to take
more planning and investment. Consistent with previous findings, the participants’ greater levels of
teaching efficacy were associated with their preference to use innovative, proactive, and positive
strategies to address behavior (Bandura, 1997). The mid- and later career participants’ early
implementation of classroom management techniques indicated their belief in their ability to
successfully set behavioral expectations, which suggests higher levels of self-efficacy (Bandura, 1997).
The joint display in Table 4 demonstrates the participants’ development of self-efficacy toward behavior
management across the career groups.
Participants learned to see SWD as unique individuals, and to approach behavioral challenges
through collaborative learning (Keay, 2006). Early in their careers, the participants worried about
outsiders’ conflicting perspectives damaging their ego; however, they grew to value their vicarious
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experiences with special educators, paraeducators, board-certified behavior analysts, and parents of
SWD, who they considered experts and the most valuable sources of behavior management strategies.
Aligning with Bandura’s (1997) self-efficacy theory, the participants valued information from peers they
considered credible, who were often experienced adapted physical educators who provided them with
mentorship (Park & Curtner-Smith, 2018). This was reciprocated by the later career participants, who
appreciated their role as mentors but shared a concern for their incoming colleagues, who suffer from
reality shock and burnout while adjusting to the behavior challenges of SWD (Hand & Stuart, 2012).
Participants who had completed more hours of PD had significantly higher levels of self-efficacy,
with some interview participants viewing PD opportunities as the first time they learned official behavior
management strategies. The interview participants held less favorable attitudes toward online modules
covering basic disability types without consideration of teaching application and noted that they only
adopted practices here and there from one-day workshops. This explains criticism of one-and-done
workshops that deliver content in a few hours without sustained application of the skills taught (DarlingHammond & Richardson, 2009). The valued and more effective PD was reported to consist of
collaborative teambuilding training during which the participants could learn and practice with their
peers in their teaching environment. Investment in comprehensive, school-wide PBIS promoted campuswide consistency and agreement on behavior management strategies, which may have given the
participants a collective language and shared responsibility for students.
Limitations
The limitations of this study must be acknowledged to adequately represent the findings. The
purpose of this research depended on physical educators’ recollections of their childhood and PETE
program experiences, which may have been subject to recall bias. Almost half of the sample population
(45.88%) had experience teaching APE and most participants (5 of 9) in the interview sample reported
being adapted physical educators. This may have influenced results and may be reflected in the high
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mean self-efficacy scores on the 9-point Likert scale (m = 7.75; SD = 0.86). Social-desirability bias may
have persuaded participants to respond to survey and interview questions in ways they felt reflected
social norms of disability acceptance and inclusion. It should also be noted that most of the participants
in the sample held masters’ degrees. This may have inadvertently skewed reports regarding the amount
of coursework completed specific to APE and behavior management.
As implied by Bandura (2006), perceived self-efficacy scales must adequately capture the
domains of the construct being measured, which may explain the higher self-efficacy scores of physical
educators in this study as compared to the classroom teachers who informed the scale development
(Solomon & Scott, 2013). The differences in teaching SWD in a physical education setting versus a
physically structured classroom setting may not have been reflected in this scale. Future studies should
consider a self-efficacy scale that accounts for the unique context and situations in physical education in
addition to the specific skills related to teaching SWD who experience challenging behavior. The
researcher noted some discrepancies in the interview participants' responses as compared to what they
had previously reported in their survey regarding the coursework they completed in their professional
preparation. This could be due to recall bias or due to the survey not delineating between courses
completed in their undergraduate or graduate preparation. Therefore, future interactions of similar
survey research may wish to specify the degree in which the courses were completed.
Implications for Research and Practice
Although PETE programs have the potential to change physical educators’ self-efficacy toward
the inclusion of SWD (Hutzler et al., 2005; Taliaferro, 2010; Taliaferro et al., 2015), findings from this
study demonstrate that barriers to improving behavior management in PETE programs can limit their
influence (Lawson, 1983a). Despite the limited influence found in this study, PETE programs should
consider ways to promote hands-on experiences within authentic teaching situations that involve
opportunities to practice behavior management. In addition, opportunities to observe and collaborate in
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IEP meetings and IEP goal setting should occur both in the classroom and school-based practicum
settings. As previously suggested, this can be facilitated by infusing behavior management content early
and throughout programs (Lavay et al., 2012; Lavay et al., 2014). Later career participants pointed out
the continuous change to legislation, strategies, and challenges throughout their careers; therefore,
PETE programs must evolve to adequately prepare their students with the most relevant and effective
behavior management practices. Cooperating teachers partnered with PETE programs must be prepared
to model effective behavior management skills to provide vicarious experiences and subsequently must
transfer their teaching responsibilities appropriately to teacher candidates. In this transfer, cooperating
teachers should scaffold their support and allow teacher candidates to gain successful, and perhaps
some unsuccessful, mastery experiences to foster self-efficacy toward behavior management.
PETE program advocacy for, and adoption of, state-wide induction programs has the potential to
extend the bridge from student teaching to a physical educator’s career with structured systems to ease
reality shock and reinforce effective behavior management practices. This recommendation is
substantiated by the significance that PD had on participants, the recommendations for normalizing
teacher induction programs (Richards & Templin, 2011), and the evidence of PD’s influence on physical
educators’ self-efficacy toward inclusion (Reina et al., 2019). One way to leverage the importance of
informal mentor-mentee relationships could be through long-term structured PD that supports
beginning teachers’ induction and physiological response to behavioral challenges displayed by SWD. By
embracing the receptivity that physical educators’ have to the mentorship from colleagues they
perceive as credible, and by reducing power dynamics in the support system, both later career
educators’ expertise and beginning educators’ contemporary knowledge from their professional training
could benefit each other, in addition to limiting washout and the inheritance of ineffective practices
(Keay, 2006). Future research endeavors should focus on ways in which PD can be offered to physical
educators of all career levels to enhance collaborative learning and identify the factors of these trainings
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that influence their self-efficacy toward the behavior management of SWD. A summary of
recommendations based on this study’s outcomes can be found in Table 5.
Conclusion
Framed by occupational socialization and self-efficacy theory, the quantitative and qualitative
outcomes of this study support previous concerns about the limited impact PETE training has on
behavior management practices inherited during childhood and in a physical educator’s career (Garrahy
et al., 2005). The themes support the quantitative findings, indicating the lack of influence that APE
coursework has on educators and the significant influence of years of teaching experience. PETE
programs experienced by participants focused on foundational classroom management methods and
disability types, offering few related strategies for working with SWD. Upon entering their workplace,
participants persevered through the reality shock of facing behavioral challenges by gaining sources of
self-efficacy from trial-and-error attempts, collaborative learning, and development of skills to modulate
their physiological and emotional responses. PD filled gaps in the participant’ knowledge and
substantiated the need for collaborative training to learn both foundational behavior management
strategies and stay up to date on best practices (Darling-Hammond & Richardson, 2009).

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

32

References
Ajzen, I. (2005). Attitude, personality, and behavior (2nd ed.). McGraw-Hill Education.
Bandura, A. (1997). Self-efficacy: The exercise of control. Macmillan.
Bandura, A. (2006). Guide for constructing self-efficacy scales. In F. Pajares & T. Urdan (Eds.), Selfefficacy beliefs of adolescents (Vol. 5, pp. 307-337). Information Age Publishing, Inc.
Block, M. E., & Rizzo, T. L. (1995). Attitudes and attributes of physical educators associated with teaching
individuals with severe and profound disabilities. Journal of the Association for Persons with
Severe Handicaps, 20(1), 80–87. https://doi.org/10.1177/154079699502000108
Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in Psychology,
3(2), 77–101. https://doi.org/10.1191/1478088706qp063oa
Carson, R. L., Hemphill, M. A., Richards, K. A. R., & Templin, T. (2016). Exploring the job satisfaction of
late career secondary physical education teachers. Journal of Teaching in Physical Education,
35(3), 284–289. https://doi.org/10.1123/jtpe.2015-0131
Cohen, J., Cohen, P., West, S. G., Aiken, L. S. (2013). Applied multiple regression/correlation analysis
for the behavioral sciences (3rd ed.). Lawrence Erlbaum Associates, Inc.
https://doi.org/10.4324/9780203774441
Darling-Hammond, L. & Richardson, N. (2009). Teacher learning: What matters? Educational Leadership,
66(5), 46-53. https://doi.org/10.3200/JOER.99.1.56-63
Dillon, S. R., Corcoran, N., Bailey, J., Davis, T., & Columna, L. (2020). Occupational socialisation of
physical education teacher candidates teaching students with disabilities. International Journal
of Disability, Development and Education, 68(5), 643–661.
https://doi.org/10.1080/1034912X.2020.1716959

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

33

Garrahy, D. A., Cothran, D. J., & Kulinna, P. H. (2005). Voices from the trenches: An exploration of
teachers’ management knowledge. The Journal of Educational Research, 99(1), 56–63.
https://doi.org/10.3200/JOER.99.1.56-63
Gay, L. R., Mills, G. E., & Airasian, P. W. (2011). Educational research: Competencies for analysis and
applications (10 ed.). Pearson Higher Education
Graber, K.C. (1995). The influence of teacher education programs on the beliefs of student teachers:
general pedagogical knowledge, pedagogical content knowledge, and teacher education course
work. Journal of Teaching in Physical Education, 14.
Hand, K. E., & Stuart, M. E. (2012). Early career physical education teacher efficacy. Journal of Case
Studies in Education, 4. https://eric.ed.gov/?id=EJ1109743
Hutzler, Y., Zach, S., & Gafni, O. (2005). Physical education students’ attitudes and self‐efficacy towards
the participation of children with special needs in regular classes. European Journal of Special
Needs Education, 20, 309–327. https://doi.org/10.1080/08856250500156038
Hutzler, Y., Meier, S., Reuker, S., & Zitomer, M. (2019). Attitudes and self-efficacy of physical education
teachers toward inclusion of children with disabilities: A narrative review of international
literature. Physical Education & Sport Pedagogy, 24(3), 249–266.
https://doi.org/10.1080/17408989.2019.1571183
Keay, J. (2006). Collaborative learning in physical education teachers’ early-career professional
development. Physical Education & Sport Pedagogy, 11(3), 285–305.
https://doi.org/10.1080/17408980600986322
Lavay, B., Guthrie, S., & Henderson, H. (2014). The behavior management training and teaching practices
of nationally certified adapted physical education (CAPE) teachers. Palaestra, 28(1), 24–31.
Lavay, B., Henderson, H., French, R., & Guthrie, S. (2012). Behavior management instructional practices
and content of college/university physical education teacher education (PETE) programs.

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

34

Physical Education & Sport Pedagogy, 17(2), 195–210.
https://doi.org/10.1080/17408989.2010.548063
Lawson, H. A. (1983a). Toward a model of teacher socialization in physical education: The subjective
warrant, recruitment, and teacher education. Journal of Teaching in Physical Education, 2(3), 3–
16. https://doi.org/10.1123/jtpe.2.3.3
Lortie, D. C. (1975). Schoolteacher: A sociological study. The University of Chicago Press.
McNamara, S., Wilson, K., & Lieberman, L. (2022). The syllabus is a living document: An examination of
introductory adapted physical education syllabi. The Physical Educator, 79(2), Article 2.
https://doi.org/10.18666/TPE-2022-V79-I2-10607
Miles, M. B., Huberman, A. M. (1994). Qualitative data analysis: An expanded sourcebook. Sage.
Merriam, S. B., & Tisdell, E. J. (2016). Qualitative research: A guide to design and implementation. John
Wiley & Sons.
Morley, D., Bailey, R., Tan, J., & Cooke, B. (2005). Inclusive physical education: Teachers’ views of
including pupils with special educational needs and/or disabilities in physical education.
European Physical Education Review, 11(1), 84–107.
https://doi.org/10.1177/1356336X05049826
O’Connor, C., & Joffe, H. (2020). Intercoder reliability in qualitative research: debates and practical
guidelines. International Journal of Qualitative Methods, 19.
https://doi.org/10.1177/1609406919899220
Obrusnikova, I. (2008). Physical educators’ beliefs about teaching children with disabilities. Perceptual
and Motor Skills, 106, 637–644. https://doi.org/10.2466/PMS.106.2.637-644
Park, C. W., & Curtner-Smith, M. D. (2018). Influence of occupational socialization on the perspectives
and practices of adapted physical education teachers. Adapted Physical Activity Quarterly:
APAQ, 35(2), 214–232. https://doi.org/10.1123/apaq.2017-0051

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

35

Plano Clark, V. L., & Creswell, J. W. (Eds.). (2008). The mixed methods reader. Sage Publications.
Richards, K. A. R., & Gaudreault, K. L. (Eds.). (2017). Teacher socialization in physical education: New
perspectives. Routledge. https://doi.org/10.4324/9781315679471
Richards, K. A R., & Templin, T. (2011). The influence of a state mandated induction assistance program
on the socialization of a beginning physical education teacher. Journal of Teaching in Physical
Education, 30, 340–357. https://doi.org/10.1123/jtpe.30.4.340
Richards, K. A. R., Templin, T. J., & Graber, K. (2014). The socialization of teachers in physical education:
Review and recommendations for future works. Kinesiology Review, 3(2), 113–134.
https://doi.org/10.1123/kr.2013-0006
Reina, R., Healy, S., Roldán, A., Hemmelmayr, I., & Klavina, A. (2019). Incluye-T: A professional
development program to increase the self-efficacy of physical educators towards inclusion.
Physical Education and Sport Pedagogy, 24(4), 319–331.
https://doi.org/10.1080/17408989.2019.1576863
Siedentop, D., & Eldar, E. (1989). Expertise, experience, and effectiveness. Journal of Teaching in
Physical Education, 8(3), 254–260.
Solomon, H., & Scott, L. (2013). Teaching students with disabilities efficacy scale: Development and
validation. Inclusion, 1, 181–196. https://doi.org/10.1352/2326-6988-1.3.181
Taliaferro, A. R. (2010). Validation of an instrument to explore physical educators’ beliefs toward
inclusion: Application of self-efficacy theory [Ph.D. Thesis]. University of Virginia.
Taliaferro, A. R., Hammond, L., & Wyant, K. (2015). Preservice physical educators’ self-efficacy beliefs
toward inclusion: The impact of coursework and practicum. Adapted Physical Activity Quarterly:
APAQ, 32(1), 49–67. https://doi.org/10.1123/apaq.2013-0112

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

36

U.S. Department of Education and Rehabilitation Services. (2016). Dear colleague letter on the inclusion
of behavioral supports in individualized education programs. Retrieved from:
https://sites.ed.gov/idea/files/dcl-on-pbis-in-ieps-08-01-2016.pdf
Vors, O., & Bourcier, L. A. (2022). Synthesis and literature review of different mixed methods designs in
pedagogical research in physical education. Physical Education and Sport Pedagogy, 27(2), 117–
129. https://doi.org/10.1080/17408989.2021.1999920
Zeichner, K., & Tabachnick, B. (1981). Are the effects of university teacher education “washed out” by
school experience? Journal of Teacher Education, 32.
https://doi.org/10.1177/002248718103200302

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

37

Table 1
PETE Program Demographics by Career Group and Total Sample
Education
n=
Undergraduate
Masters
Doctorate
CAPE
n=
No, CAPE Cert
Yes, CAPE Cert
Courses in APE
n=
0
1
2
3
4
5+
Courses in BM
n=
0
1
2
3
4
5+
Hours of
Practicum with
SWD
n=
0
1-5
6 - 10
11 – 20
Above 21

Early

Middle

Later

Total

16
3 (18.75%)
13 (81.25%)
0 (0.00%)

38
6 (15.79%)
31 (81.58%)
1 (2.63%)

31
3 (9.68%)
27 (87.10%)
1 (3.22%)

85
12 (14.12%)
71 (83.53%)
2 (2.35%)

16
13 (81.25%)
3 (18.75%)

38
31 (81.57%)
7 (18.42%)

31
25 (80.65%)
6 (19.35%)

85
68 (80.95%)
16 (19.05%)

16
2 (12.50%)
4 (25.00%)
1 (6.25%)
5 (31.25%)
0 (0.00%)
4 (25.00%)

38
5 (13.16%)
12 (31.58%)
5 (13.16%)
6 (15.79%)
0 (0.00%)
10 (26.32%)

30
2 (6.67%)
12 (40.00%)
2 (6.67%)
4 (13.33%)
1 (3.33%)
9 (30.00%)

84
9 (10.72%)
28 (33.33%)
8 (9.52%)
15 (17.86%)
1 (1.19%)
23 (27.38%)

16
6 (37.50%)
3 (18.75%)
4 (25.00%)
3 (18.75%)
0 (0.00%)
0 (0.00%)

38
12 (31.58%)
13 (34.21%)
8 (21.06%)
2 (5.26%)
2 (5.26%)
1 (2.63%)

30
8 (26.67%)
10 (33.33%)
6 (20.00%)
4 (13.33%)
0 (0.00%)
2 (6.67%)

84
26 (30.95%)
26 (30.95%)
18 (21.44%)
9 (10.71%)
2 (2.38%)
3 (3.57%)

16
3 (18.75%)
3 (18.75%)
2 (12.50%)
3 (18.75%)
5 (31.25%)

38
5 (13.16%)
6 (15.79%)
4 (10.52%)
6 (15.79%)
17 (44.74%)

30
5 (16.67%)
7 (23.33%)
4 (13.33%)
2 (6.67%)
12 (40.00%)

84
13 (15.47%)
16 (19.05%)
10 (11.90%)
11 (13.10%)
34 (40.48%)
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Table 2
Interview Participants’ Demographics and Self-Efficacy Scores
Demographics
Phase

Early

Mid-

Later

Professional
Courses
APE
BM

Organizational

P#

Gender

Age

APE
Certificate

Hours of
Years
Practicum Taught

Hours
of PD

9

M

26

-

0

0

11-20

1

4

M

26

State APE

3

2*

6 – 10

3

5

F

29

-

5+*

0

0

3

3

F

44

-

5+*

2

11-20

12

6

M

45

-

3

2

21+

15

7

M

47

State APE

5+*

2*

21+

16

1-5
11 15
21+
16 20
11 15
6 - 10

2

F

44

-

1

0

1-5

23

1-5

8

M

64

CAPE

5+

3*

0

24

21+

1
F
58
State APE
5+*
2
0
32
21+
Note. APE = Adapted Physical Education; CAPE = Certified Adapted Physical Educator through APENs; BM
= Behavior Management; GPE = General Physical Education; P# = Participant Number; PD = Professional
Development; *Contradicting report of 0 hours during the interview
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Table 3
Scale and Subscale Mean Self-Efficacy Scores by Career Group and Total Sample
Group

Instruction Professionalism
M (SD)
M (SD)
Early
7.29 (0.87)
8.55 (0.54)
Mid
7.78 (1.27)
8.62 (0.54)
Later
8.23 (0.76)
8.81 (0.36)
Total
7.85 (1.08)
8.68 (0.49)
Note. Behavior Man. = Behavior Management

Teacher
Support
M (SD)
8.50 (0.76)
8.39 (0.82)
8.66 (0.53)
8.51 (0.72)

Behavior
Man.
M (SD)
7.64 (1.11)
7.78 (1.20)
8.16 (0.91)
7.89 (1.09)

Related
Duties
M (SD)
5.04 (3.14)
4.93 (2.44)
5.48 (2.45)
5.15 (2.67)

Total Scale
M (SD)
7.51 (0.86)
7.65 (0.93)
8.00 (0.71)
7.75 (0.86)
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Table 4
Joint Display of Behavior Management and Total Self-efficacy Scores with Related Interview Excerpts

Group

Early

Mid

Later

Behavior
Management
M (SD)

7.64 (1.11)

7.78 (1.20)

8.16 (0.91)

Total Scale
M (SD)

Related Interview Excerpt

7.51 (.86)

“This [interview] definitely has been very eye opening in
terms of I almost felt like last year I didn't need to step out
and learn anything more about working with students with
disabilities just because I like never had to do it, so it never
even crossed my mind to like, oh wow there's so much more,
definitely more for me to learn (P9, Early Career)

7.65 (.93)

“I think as my experiences broadens a lot of the challenging
things aren't so much challenges just more you realize it's
gonna take a little more work.” (P7, Mid-career)

8.00 (.71)

“I feel like those are some of the best accomplishments and
even though I have some students that are still kind of
ongoing, the distance that I’ve gotten with them, knowing
what their behaviors were, what they are now, and how I
dealt with it back then versus how I deal with it now are
enormous and each and every experience only make me that
much of a better teacher.” (P1, Later Career)
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Table 5
Recommendations for Behavior Management Training in PETE Programs and Professional Development
Based on Study Outcomes
Socialization

Influence on
Self-efficacy
•

•

•
Professional

Focus on
disability
type and
modifications
for physical
disabilities
Limited to no
hands-on
experience
teaching
SWD
Mentoring
from
cooperating
teachers

PETE Program
•

•

•
•

•

•
•
•

Organizational

Reality shock
Years of
experience
Professional
development

•
•

Infuse content related to
behavior management
touching on related
legislation and evidencebased and practical
strategies.
Maximize teacher
candidates'
opportunities with
varied and realistic
hands-on teaching
experiences managing
challenging behavior
and teaching SWD.
Include mock IEP
meetings and IEP goal
writing in PETE curricula.
Offer teacher candidates
opportunities to attend
actual IEP meetings and
collaborate on IEP goal
development.
Ensure effective
cooperating teachers
with preparation and
oversight.
Advocate for and
transition into statewide
induction programs.
Provide co-teaching
opportunities between
general physical
educators and adapted
physical educators

Professional Development
•

•

•
•

•

Build partnerships
between PETE programs
and professional
development through
statewide induction
programs.
Integrate preparation for
cooperating teachers into
PD and collaborate with
PETE programs.

Normalize statewide
induction programs in
education.
Structure PD by utilizing
experienced physical
educators’ practical
knowledge and inductees’
innovative knowledge
Provide continuous PD at
school sites to promote
collaboration among
colleagues and shared
behavior management
approaches
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Appendices
Appendix A
IRB Non-Human Subject Research Notice
To:
acs00011@mix.wvu.edu,
andrea.taliaferro@mail.wvu.edu
From:
wvukc@mail.wvu.edu
Subject: IRB Protocol Notice: Review Not Required for Protocol 2205582658
IRB protocol number: 2205582658
Title: Examining Physical Educators' Socialization and Self-Efficacy Toward Behavior Management of
Students with Disabilities
PI: Andrea R Taliaferro
The West Virginia University Institutional Review Board reviewed the above-referenced protocol on 23Jun-2022 and determined that it does not meet the definition of human subject research. To access this
protocol, click on the protocol number link provided. Your correspondence concerning this action can be
found in the correspondence section HERE. Any future protocol action requests can be completed
through the WVU+kc system.
NEED HELP? The Office for Human Research Protections is here to assist you from initial submission of a
protocol through approval and all subsequent actions. If you have any questions, please contact the
Office for Human Research Protections at 304-293-7073 or email IRB@mail.wvu.edu. Thank you.
Please do not reply to this message. Replies to this message are routed to an unmonitored mailbox. If
you have questions please use the contact information above.
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Appendix B
Extended Participant Demographics by Career Group and Total Sample

Age
n=
Mean (SD)
Median
Range
Gender
n=
Male
Female
Prefer to not
respond
Race
n=
American
Indian or
Alaska Native
Asian
Black or
African
American
Native
Hawaiian or
other Pacific
Islander
White
Prefer to not
respond
Ethnicity
n=
Non-Hispanic
Hispanic
Prefer to not
respond
Teaching
Experience
n=
Mean (SD)
Median
Range
Subject
n=

Early

Middle

Later

Total

16
29.38 (5.29)
27.50
24 – 43

38
38.39 (7.05)
37.00
26 – 54

31
51.52 (7.33)
52.00
41 – 69

85
41.48 (10.75)
41.00
24 – 69

16
6 (37.50%)
9 (56.25%)
1 (6.25%)

38
22 (57.90%)
16 (42.10%)
0 (0.00%)

31
11(35.48%)
20 (64.52%)
0 (0.00%)

85
39 (45.88%)
45 (52.94%)
1 (1.18%)

16
0 (0.00%)

38
0 (0.00%)

31
1 (3.23%)

85
1 (1.18%)

3 (18.75%)
0 (0.00%)

1 (2.63%)
2 (5.26%)

1 (3.23%)
2 (6.45%)

5 (5.88%)
4 (4.70%)

0 (0.00%)

1 (2.63%)

0 (0.00%)

1 (1.18%)

11 (68.75%)
2 (12.50%)

32 (84.22%)
2 (5.26%)

25 (80.64%)
2 (6.45%)

68 (80.00%)
6 (7.06%)

16
1 (6.25%)
14 (87.5 %)
1 (6.25%)

38
35 (49.30%)
36 (50.70%)
0 (0.00%)

31
29 (49.15%)
29 (49.15%)
1 (1.70%)

85
78 (91.77%)
5 (5.88%)
2 (2.35%)

16
2.50 (0.26)
2.50
1-4

38
10.05 (0.67)
10.00
5 – 17

31
26.06 (5.85)
25.00
18 – 24

85
14.47 (1.12)
13.00
1 – 42

16

38

31

85
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GPE
APE
GPE/APE
Hours BM PD
n=
0
1-5
6 - 10
11 - 15
16 - 20
20 +
Grade Taught
n=
K – 5th grade
6th – 8th grade
High School
K – 8th grade
K – 12th grade
Education
n=
Undergraduate
Masters
Doctorate
APENS certified
n=
No
Yes
Courses in APE
n=
0
1
2
3
4
5+
Courses in BM
n=
0
1
2
3
4
5+
Hours of
Practicum
Teaching SWD
n=
0

44

11 (68.75%)
2 (12.50%)
3 (18.75%)

19 (50.00%)
4 (10.53%)
15 (39.47%)

16 (51.61%)
5 (16.13%)
10 (32.26%)

46 (54.12%)
11 (12.94%)
28 (32.94%)

16
3 (18.75%)
4 (25.00%)
6 (37.50%)
2 (12.50%)
0 (0.00%)
1 (6.25%)

38
1 (2.63%)
16 (42.11%)
5 (13.16%)
6 (15.79%)
4 (10.52%)
6 (15.79%)

31
2 (6.45%)
9 (29.03%)
5 (16.13%)
1 (3.23%)
3 (9.68%)
11 (35.48%)

85
6 (7.06%)
29 (34.12%)
16 (18.82%)
9 (10.59%)
7 (8.23%)
18 (21.18%)

16
8 (50.00%)
3 (18.75%)
2 (12.50%)
2 (12.50%)
1 (6.25%)

38
15 (39.47%)
3 (7.89%)
13 (34.21%)
3 (7.89%)
4 (10.53%)

30
16 (5.33%)
5 (16.67%)
4 (13.33%)
2 (6.67%)
3 (10.00%)

84
39 (46.43%)
11 (13.10%)
19 (22.62%)
7 (8.33%)
8 (9.52%)

16
3 (18.75%)
13 (81.25%)
0 (0.00%)

38
6 (15.79%)
31 (81.58%)
1 (2.63%)

31
3 (9.68%)
27 (87.10%)
1 (3.22%)

85
12 (14.12%)
71 (83.53%)
2 (2.35%)

16
13 (81.25%)
3 (18.75%)

38
31 (81.57%)
7 (18.42%)

31
25 (80.65%)
6 (19.35%)

85
68 (80.95%)
16 (19.05%)

16
2 (12.50%)
4 (25.00%)
1 (6.25%)
5 (31.25%)
0 (0.00%)
4 (25.00%)

38
5 (13.16%)
12 (31.58%)
5 (13.16%)
6 (15.79%)
0 (0.00%)
10 (26.32%)

30
2 (6.67%)
12 (40.00%)
2 (6.67%)
4 (13.33%)
1 (3.33%)
9 (30.00%)

84
9 (10.72%)
28 (33.33%)
8 (9.52%)
15 (17.86%)
1 (1.19%)
23 (27.38%)

16
6 (37.50%)
3 (18.75%)
4 (25.00%)
3 (18.75%)
0 (0.00%)
0 (0.00%)

38
12 (31.58%)
13 (34.21%)
8 (21.06%)
2 (5.26%)
2 (5.26%)
1 (2.63%)

30
8 (26.67%)
10 (33.33%)
6 (20.00%)
4 (13.33%)
0 (0.00%)
2 (6.67%)

84
26 (30.95%)
26 (30.95%)
18 (21.44%)
9 (10.71%)
2 (2.38%)
3 (3.57%)

16
3 (18.75%)

38
5 (13.16%)

30
5 (16.67%)

84
13 (15.47%)
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1-5
3 (18.75%)
6 (15.79%)
7 (23.33%)
16 (19.05%)
6 - 10
2 (12.50%)
4 (10.52%)
4 (13.33%)
10 (11.90%)
11 – 20
3 (18.75%)
6 (15.79%)
2 (6.67%)
11 (13.10%)
Above 21
5 (31.25%)
17 (44.74%)
12 (40.00%)
34 (40.48%)
Note. APENS = Adapted Physical Education National Standards; BM = Behavior Management; PD =
Professional Development
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Appendix C
Participants State Demographics by Shape District and Career Level
Shape District

Central
(8.25%)

Eastern
(20.00%)

Midwest
(5.88%)

Southern
(41.18%)

Western
(24.69%)

Total

State

Early

Mid

Later

Total

Colorado

2 (12.50%)

2 (5.27%)

0 (0.00%)

4 (4.71%)

Minnesota

1 (6.25%)

0 (0.00%)

0 (0.00%)

1 (1.18%)

Missouri

0 (0.00%)

0 (0.00%)

1 (3.23%)

1 (1.18%)

Wyoming

0 (0.00%)

0 (0.00%)

1 (3.23%)

1 (1.18%)

Maryland

1 (6.25%)

3 (7.89%)

4 (12.9%)

8 (9.41%)

Massachusetts 1 (6.25%)

0 (0.00%)

0 (0.00%)

1 (1.18%)

New Jersey

0 (0.00%)

3 (7.89%)

1 (3.23%)

4 (4.71%)

New York

0 (0.00%)

3 (7.89%)

0 (0.00%)

3 (3.52%)

Pennsylvania

0 (0.00%)

1 (2.63%)

0 (0.00%)

1 (1.18%)

Illinois

0 (0.00%)

0 (0.00%)

1 (3.23%)

1 (1.18%)

Ohio

0 (0.00%)

1 (2.63%)

0 (0.00%)

1 (1.18%)

West Virginia

2 (12.50%)

0 (0.00%)

1 (3.23%)

3 (3.52%)

Georgia

0 (0.00%)

0 (0.00%)

1 (3.23%)

1 (1.18%)

North Carolina 0 (0.00%)

3 (7.89%)

0 (0.00%)

3 (3.52%)

South Carolina 1 (6.25%)

5 (13.16%)

6 (19.35%)

12 (14.12%)

Tennessee

0 (0.00%)

0 (0.00%)

1 (3.23%)

1 (1.18%)

Texas

0 (0.00%)

1 (2.63%)

0 (0.00%)

1 (1.18%)

Virginia

3 (18.75%)

6 (15.79%)

8 (25.80%)

17 (20.00%)

California

1 (6.25%)

5 (13.16%)

4 (12.90%)

10 (11.76%)

Hawaii

0 (0.00%)

1 (2.63%)

1 (3.23%)

2 (2.35%)

Idaho

0 (0.00%)

2 (5.26%)

0 (0.00%)

2 (2.35%)

Oregon

4 (25.00%)

2 (5.26%)

1 (3.23%)

7 (8.23%)

16

38

31

85
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Appendix D
Email Recruitment for Survey
To: SHAPE Affiliates, PETE programs, Conferences and Physical Educators
Subject: 10-Minute Survey on Teaching Students with Disabilities for PE teachers
Body:
Hello [insert name],
My name is Chloe Simpson, and I am working on my doctoral dissertation at West Virginia University. I
am emailing you to ask if you will help support recruitment for my study. The purpose of this study is to
gain a better understanding of how physical educators develop beliefs in their capability to manage
challenging behavior exhibited by students with disabilities. I am recruiting physical educators to
complete an online survey that will take about 10-minutes and if selected, a follow-up semi-structured
interview that will take about 20 to 40 minutes. Participants who complete this survey will be entered
into a drawing for a $20 eAmazon gift card and all participants who complete the follow-up interview
will receive a $25 eAmazon gift card. The West Virginia University Institutional Review Board's
acknowledgment of this project is on file with the WVU Office of Human Research Protections.
This is an open recruitment call, I would appreciate it if you would please forward this email with the
attached cover letter to practicing physical educators.
To participate, follow this link: https://wvu.qualtrics.com/jfe/form/SV_bxOlCFeIli9QJ26
I can answer any questions. Thank you in advance for any support you can provide.
Sincerely,
A. Chloe Simpson
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Appendix E
Cover Letter
Dear Prospective Participant,
This letter is a request for you to participate in a research project investigating the influences shaping
physical educators’ belief in their behavior management capabilities, specifically related to students
with disabilities. This project is being conducted by A. Chloe Simpson, M.S. in the Department of
Coaching and Teaching Studies at WVU under the supervision of Dr. Andrea Taliaferro, a Professor in the
Department of Coaching and Teaching Studies, to fulfill the requirements for a Doctoral Degree in
Kinesiology – Coaching and Teaching Studies.
If you decide to participate, you will be asked to complete an online survey on Qualtrics. After
completing the survey, you may be contacted and invited to participate in a semi-structured interview.
Your participation in the survey will take approximately 10 minutes and the interview will take
approximately 20- to 40-minutes. Upon completion of the survey, you can enter into a single drawing for
a $20 Amazon gift card. If invited, participants will receive a $25 Amazon gift card after the interview. To
participate in this study, you must be 18 years or older and a current credentialed or licensed physical
educator in U.S. K-12 public schools.
Your participation in this project will be kept as confidential as legally possible. All data will be reported
in the aggregate. If you participate in the semi-structured interview, you will be audio and/or video
recorded. You can decline participation in the semi-structured interview if do not wish to be recorded.
Interview participants will be given pseudonyms during the transcription of semi-structured interviews.
Once transcribed, the semi-structured interview recordings will be deleted at the earliest opportunity.
Your participation is entirely voluntary. You may skip any question that you do not wish to answer, and
you may stop participating at any time. The West Virginia University Institutional Review Board's
acknowledgment of this project is on file with the WVU Office of Human Research Protections.
If you have any questions about this research project, please feel free to contact A. Chloe Simpson by
email at acs00011@mix.wvu.edu or Dr. Andrea Taliaferro at 304-293-0852 or by email at
Andrea.Taliaferro@mail.wvu.edu. Additionally, you can contact the WVU Office of Human Research
Protections at 304-293-7073.
I hope that you will participate in this research project, as it could help us better understand the
influences shaping physical educators’ belief in their behavior management capabilities, specifically
related to the challenging behaviors of students with disabilities These findings can inform how physical
educators are prepared and trained in behavior management practices. If you are interested in
participating in this research project, please follow the following link to the Qualtrics survey.
Link to survey: https://wvu.qualtrics.com/jfe/form/SV_bxOlCFeIli9QJ26
Thank you for your time and consideration.
Sincerely,
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A. Chloe Simpson, M.S.
Andrea Taliaferro, Ph.D.
Appendix F
Screening Survey

Dissertation Screener 'Interest'
Hello there,
This study involved a two-step survey process. The first step is the following ~1-2 minute interest
survey used for participant verification. In step 2, you will be sent a link to a study survey to the
school district email you provide. Completing the study survey in step 2 will take ~5 - 10 minutes. At
the end of the study survey you will be given the option to enter the drawing for a $20 Amazon gift
card.
Thank you for your time,
Chloe Simpson

Examining General Physical Educators' Socialization and Self-efficacy toward the Behavior Management
of Students with Disabilities
Dear Prospective Participant,
This letter is a request for you to participate in a research project investigating the influences shaping
physical educators’ belief in their behavior management capabilities, specifically related to teaching
students with disabilities. This project is being conducted by A. Chloe Simpson, M.S. in the College of
Physical Activity and Sport Sciences/School of Sport Sciences at WVU under the supervision of Dr.
Andrea Taliaferro, a Professor in the College of Physical Activity and Sport Sciences/School of Sport
Sciences, to fulfill the requirements for a Doctoral Degree in Kinesiology – Coaching and Teaching
Studies.
If you decide to participate, you will be asked to complete an online survey on Qualtrics. After
completing the survey, you may be contacted and invited to participate in a semi-structured interview.
Your participation in the survey will take approximately 10-minutes and the interview will take
approximately 20- to 40-minutes. Upon completion of the survey, you can enter into a single drawing for
a $20 Amazon gift card. If invited to complete the interview, participants will receive a $25 Amazon gift
card after completion. To participate in this study, you must be 18-years or older and a current
credentialed or licensed physical educator in U.S. K-12 public schools.
Your participation in this project will be kept as confidential as legally possible. All data will be reported
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in the aggregate. If you participate in the semi-structured interview, you will be audio and/or video
recorded. You can decline participation in the semi-structured interview if do not wish to be recorded.
Interview participants will be given pseudonyms during the transcription of semi-structured interviews.
Once transcribed, the semi-structured interview recordings will be deleted at the earliest opportunity.
Your participation is entirely voluntary. You may skip any question that you do not wish to answer, and
you may stop participating at any time. The West Virginia University Institutional Review Board's
acknowledgment of this project is on file with the WVU Office of Human Research Protections. If you
have any questions about this research project, please feel free to contact A. Chloe Simpson by email at
acs00011@mix.wvu.edu or Dr. Andrea Taliaferro at 304-293-0852 or by email at
Andrea.Taliaferro@mail.wvu.edu. Additionally, you can contact the WVU Office of Human Research
Protections at 304-293-7073.
I hope that you will participate in this research project, as it could help us better understand the
influences shaping physical educators’ beliefs in their behavior management capabilities, specifically
related to the challenging behaviors of students with disabilities. These findings can inform how physical
educators are prepared and trained in behavior management practices. If you are interested in
participating in this research project, please continue to the next page.
Sincerely,
A. Chloe Simpson, M.S.
Andrea Taliaferro, Ph.D.
If you would like to participate, please follow these steps:
Step 1: Complete the following interest survey (click the right arrow to the next page)
Step 2: Check the school district email you provide for a link to complete the study survey

S1 Are you a credentialed or licensed physical educator currently teaching physical education in U.S. K12 public schools?

o Yes
o No
S- In what area of specialization did you receive your teaching credential, licensure, and/or endorsement
in?
________________________________________________________________
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SHP1 Are you a human?

o Yes
S-First Name What is your first name?
________________________________________________________________
S-Last Name What is your last name?
________________________________________________________________

S-District Email 1 Please provide your school district email address.
________________________________________________________________
S-District Email 2 Please confirm your school district email address.
________________________________________________________________
S-District What school district do you work for?
________________________________________________________________

S-State In which state do you currently teach?
▼ Alabama ... I do not reside in the United States

SHP2 Are you a human?

o Yes
Captcha Are you a robot?
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Appendix G
Study Survey
Cover Letter
Thank you for your participation in this study. Based on your responses in step 1, the interest survey,
you meet the criteria for this study.
For step 2, please complete the following study survey.
Thank you,
Chloe Simpson
Examining General Physical Educators' Socialization and Self-efficacy toward the Behavior
Management of Students with Disabilities
Dear Prospective Participant,
This letter is a request for you to participate in a research project investigating the influences shaping
physical educators’ belief in their behavior management capabilities, specifically related to teaching
students with disabilities. This project is being conducted by A. Chloe Simpson, M.S. in the College of
Physical Activity and Sport Sciences/School of Sport Sciences at WVU under the supervision of Dr.
Andrea Taliaferro, a Professor in the College of Physical Activity and Sport Sciences/School of Sport
Sciences, to fulfill the requirements for a Doctoral Degree in Kinesiology – Coaching and Teaching
Studies.
If you decide to participate, you will be asked to complete an online survey on Qualtrics. After
completing the survey, you may be contacted and invited to participate in a semi-structured interview.
Your participation in the survey will take approximately 10-minutes and the interview will take
approximately 20- to 40-minutes. Upon completion of the survey, you can enter into a single drawing for
a $20 Amazon gift card. If invited to complete the interview, participants will receive a $25 Amazon gift
card after completion. To participate in this study, you must be 18-years or older and a current
credentialed or licensed physical educator in U.S. K-12 public schools.
Your participation in this project will be kept as confidential as legally possible. All data will be reported
in the aggregate. If you participate in the semi-structured interview, you will be audio and/or video
recorded. You can decline participation in the semi-structured interview if do not wish to be recorded.
Interview participants will be given pseudonyms during the transcription of semi-structured interviews.
Once transcribed, the semi-structured interview recordings will be deleted at the earliest opportunity.
Your participation is entirely voluntary. You may skip any question that you do not wish to answer, and
you may stop participating at any time. The West Virginia University Institutional Review Board's
acknowledgment of this project is on file with the WVU Office of Human Research Protections.
If you have any questions about this research project, please feel free to contact A. Chloe Simpson by
email at acs00011@mix.wvu.edu or Dr. Andrea Taliaferro at 304-293-0852 or by email at
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Andrea.Taliaferro@mail.wvu.edu. Additionally, you can contact the WVU Office of Human Research
Protections at 304-293-7073.
I hope that you will participate in this research project, as it could help us better understand the
influences shaping physical educators’ beliefs in their behavior management capabilities, specifically
related to the challenging behaviors of students with disabilities. These findings can inform how physical
educators are prepared and trained in behavior management practices. If you are interested in
participating in this research project, please continue to the next page.
Sincerely,
A. Chloe Simpson, M.S.
Andrea Taliaferro, Ph.D.
Thank you for your time and interest in this study! Please move forward to complete step 2, the study
survey.
Instructions Thank you for your willingness to participate in this study. This survey includes two sections:
(1) Participant Information
(2) The Teaching Students with Disabilities Efficacy Scale.
Please make sure to complete all of the survey items before submitting them. Your responses will not
be submitted if you exit the survey before completing it. If at any time you exit the survey without
completing it, you can return to where you left off using the personalized link sent to your school district
email.

HP 1 Are you a human?

o Yes
Captcha Are you a robot?
S1 Are you a credentialed or licensed physical educator currently teaching physical education in U.S. K12 public schools?

o Yes
o No

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT
Section 1 Section 1: Participant Information
Q1 1. What is your first name?
________________________________________________________________

Q2 2. What is your last name?
________________________________________________________________

Q3 3. Please provide your school district email address.
________________________________________________________________

Q4 4. What school district do you work for?
________________________________________________________________

Q5 5. In which state do you currently live?
▼ Alabama ... I do not reside in the United States

Q6 6. What is your age in years?
________________________________________________________________
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Q7 7. What gender do you identify with?

o Man
o Woman
o Transgender Woman
o Transgender Man
o Non-binary
o Prefer not to respond
o Prefer to self-describe __________________________________________________
Q8 8. What racial group do you identify with?

o American Indian or Alaska Native
o Asian
o Black or African American
o Native Hawaiian or other Pacific Islander
o White
o Prefer not to respond
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Q9 9. Are you of Hispanic, Latino, or Spanish origin?

o Yes
o No
o Prefer not to respond
Q10 10. What is your highest level of education completed?

o a. Undergraduate (B.S., B.A.)
o b. Master's (M.S., M.A.)
o c. Doctorate (Ph.D., Ed.D.)
Q11 11. Do you hold an Adapted Physical Education National Standards (APENS) Certificate in Adapted
Physical Education (CAPE)?

o Yes
o No
Q12 12. Do you hold a state level certification in adapted physical education? If so, which state?

o Yes __________________________________________________
o No

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT
Q13 13. In which state do you currently teach physical education?
▼ Alabama ... I do not reside in the United States

Q14 14. How many years have you taught physical education?
________________________________________________________________
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Q15 15. Which grade-levels(s) do you currently teach physical education? (click all that apply)

▢
▢
▢
▢
▢
▢
▢
▢
▢
▢
▢
▢
▢

Kindergarten
1st grade
2nd grade

3rd grade

4th grade

5th grade
6th grade

7th grade

8th grade

9th grade

10th grade

11th grade

12th grade
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Q16 16. What do you currently teach as a physical educator? (click all that apply)

o General physical education
o Adapted physical education (self-contained/separate class)
o Both general physical education and adapted physical education (self-contained/separate class)
Q17 17. Do you currently teach students with disabilities? In which settings? (click all that apply)

o No, I do not currently teach students with disabilities
o Yes, included in general physical education
o Yes, in self-contained/separate adapted physical education
o Yes, included in both general physical education and in separate adapted physical education
Q18 18. What have you previously taught as a physical educator? (click all that apply)

▢
▢
▢

General physical education

Adapted physical education (self-contained/separate class)
Both general physical education and adapted physical education (self-contained/separate class)
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Q19 19. Over the course of your teaching career, approximately how many students with disabilities
have been included in your general physical education classes?

o0
o 1 to 25
o 26 to 50
o 51 to 75
o 76 to 100
o More than 100
Q20 20. As an employed physical educator, how many hours of professional development have you had
in behavior management?

o 0 hours
o 1 to 5 hours
o 6 to 10 hours
o 11 to 15 hours
o 16 to 20 hours
o Above 21 hours
Course Instructions For the next questions, please reflect on all of your physical education teacher
education program training which might include experiences from your undergraduate, master's, or
doctoral degree. Please count 1 semester/term long course as 1 course.
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Q21 21. How many courses did you take specific to adapted physical activity/education (i.e., a course
solely focusing on adapted physical activity/education) in your physical education teacher education?

o0
o1
o2
o3
o4
o 5 or more

Q22 22. How many courses did you take specific to behavior/classroom management (i.e., a course
solely focusing on behavior/classroom management) in your physical education teacher education
program?

o0
o1
o2
o3
o4
o 5 or more
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Q23 23. Separate from any adapted physical education or behavior management courses in your
physical education teacher education program, how many other courses did you take that had behavior
management as a significant focus in the course (i.e., dedicated unit, specific practicum experience,
and/or major assignment related to behavior management)?

o0
o1
o2
o3
o4
o 5 or more
Q24 24. During your physical education teacher education program, how many hours of hands-on
experience did you have teaching students with disabilities?

o 0 hours
o 1- 5 hours
o 6 - 10 hours
o 11 - 20 hours
o Above 21 hours
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HP 2 Are you a human?

o Yes
Section 2 Section 2: Teaching Students with Disabilities Efficacy Scale
The purpose of the following scale is to gain insight into general physical educators’ self-efficacy toward
teaching students with disabilities. Please use these definitions of the 1 to 9 scale to guide your
response to the next 19 questions.
1 or 2 - Certain I cannot do. Indicates that there is nothing you can do to enhance the given situation or
have no strategies.
3 or 4 - Indicates that you believe you could do very little to enhance or deal with the given situation,
perhaps knowing 1 or 2 strategies.
5 or 6 - Moderately certain I can do. Indicates that you believe you have some ability to handle the
situation, perhaps 3 or 4 strategies.
7 or 8 - Indicates that you believe you have a greater ability to enhance the given situation, perhaps 5 or
6 strategies.
9 - Certain I can do. Indicates that you have a strong belief in your ability to handle the situation.
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2

3

4

5

6
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7

8

9

1. I can adapt the
curriculum to
help meet the
needs of a
student with
disabilities in my
classroom.

o

o o o o o o

o o

2. I can adjust the
curriculum to
meet the needs of
high-achieving
students and lowachieving
students
simultaneously.

o

o o o o o o

o o

3. I can use a wide
variety of
strategies for
teaching the
curriculum to
enhance
understanding for
all of my
students,
especially those
with disabilities.

o

o o o o o o

o o

4. I can adjust my
lesson plans to
meet the needs of
all of my
students,
regardless of their
ability level.

o

o o o o o o

o o

5. I can break
down a skill into
its component
parts to facilitate
learning for
students with
disabilities.

o

o o o o o o

o o
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6. I can be an
effective team
member and
work
collaboratively
with other
teachers,
paraprofessionals,
and
administrators to
help my students
with disabilities
reach their goals.

o

o o o o o o

o o

7. I can model
positive behavior
for all students
with or without
disabilities.

o

o o o o o o

o o

8. I can consult
with an
intervention
specialist or other
specialist when I
need help,
without harming
my own morale.

o

o o o o o o

o o

9. I can give
consistent praise
for students with
disabilities,
regardless of how
small or slow the
progress is.

o

o o o o o o

o o

10. I can
encourage
students in my
class to be good
role models for
students with
disabilities.

o

o o o o o o

o o
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1

2

3

4

5

6

7

8

9

11. I can
effectively
encourage all
of my
students to
accept those
with
disabilities in
my
classroom.

o

o

o

o

o

o

o

o

o

12. I can
create an
environment
that is open
and
welcoming
for students
with
disabilities in
my
classroom.

o

o

o

o

o

o

o

o

o

13. I can
establish
meaningful
relationships
with my
students
with
disabilities.

o

o

o

o

o

o

o

o

o

14. I can
effectively
deal with
disruptive
behaviors in
the
classroom,
such as
tantrums.

o

o

o

o

o

o

o

o

o
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15. I can
remain in
control of a
situation that
involves a
major
temper
tantrum in
my
classroom.

o

o

o

o

o

o

o

o

o

16. I can
manage a
classroom
that includes
students
with
disabilities.

o

o

o

o

o

o

o

o

o

17. I can
effectively
transport
students
with physical
disabilities
from vehicles
to
wheelchairs,
from
wheelchairs
to desks, and
to the
restroom
without
becoming
intimidated.

o

o

o

o

o

o

o

o

o

18. I can
administer
medication
to students
with
disabilities if I
am asked to
and have the
proper
certifications.

o

o

o

o

o

o

o

o

o
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19. I can
assist
students
with
disabilities
with daily
tasks such as
restroom use
and feeding.

o

o

o

o

o

o

68

o

o

o

Drawing Entry Please provide your school district email if you wish to be entered into a drawing for a
chance at winning one of ten $20 electronic Amazon gift cards.
________________________________________________________________

Interview Question Please provide your school district email if you would be willing to participate in a
20- to 40-minute interview on Zoom about the behavior management of students with disabilities in
physical education. All interview participants will receive a $25 electronic Amazon Gift card at the
completion of the interview.
________________________________________________________________

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

69

Appendix H
Email Recruitment for Semi-Structured Interview
To: Study Participants
Subject: You’re Invited! Research Follow-up: Semi-structured Interview
Body:
Hello [insert name],
Thank you for your recent participation in a study about how physical educators develop beliefs in their
capability to manage challenging behavior exhibited by students with disabilities. I sincerely appreciate
your time. Due to the answers you provided, I am interested in learning more about how you developed
your self-efficacy beliefs. Therefore, I am following up to invite you to participate in a semi-structured
interview inquiring about experiences that shaped your capability to manage the challenging behavior
exhibited by students with disabilities.
The interview is voluntary and will be audio-recorded and take place over Zoom. You will be given a
pseudonym when the interview is transcribed, and all audio recordings will be deleted. I have attached
the cover letter for your reference. As with the survey, there are no known risks involved in this
research, and all information collected will remain confidential. I will email you a $25 electronic Amazon
gift card at the completion of your interview. The West Virginia University Institutional Review Board's
acknowledgment of this project is on file with the WVU Office of Human Research Protections. The
study cover letter is attached to this email.
If you wish to participate, please email me your preferred 45-minute time window for an interview
appointment in the next two weeks. I will respond with a confirmation and Zoom link for the interview
and will send you a reminder email 24-hours before your interview. Although I hope you will consider
my invitation, I understand that these are busy times. If you are unavailable to participate in an
interview, please notify me so that I may follow-up with the next available participant.

If you have any questions, please let me know.
Thank you for your participation and consideration,
Chloe Simpson
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Appendix I
Semi-Structured Interview Script
Introduction
Thank you for participating in this interview today. Before we get started, can I have your permission to
record our conversation? Thanks, I’m going to start recording now (Press “record” on Zoom and
Recorder). I am going to start with an introduction that will take about two minutes and then we’ll get
into questions. Okay, here we go. As mentioned previously, you have been invited to participate in this
interview because you are currently teaching physical education in a U.S. public school setting. The
purpose of this study is to gain insight into ways physical educators learn self-efficacy, or confidence, in
their behavior management skills related to the challenging behavior of students with disabilities.
This study has been reviewed and acknowledged by West Virginia University’s Institutional Review
Board. Your participation in this interview is completely voluntary and you may discontinue at any time.
You can skip any questions you do not wish to answer, and you can let me know if you want me to pause
the recording. Your responses will be confidential. This interview will be recorded using Zoom and after
the interview is transcribed only the transcription of our conversation will be saved in a passwordprotected digital location. Participants will not be identified and will be given pseudonyms for
confidentiality.
After the three initial questions, I am going to prompt you to reflect on experiences in three-time
windows of your life that may have influenced your current behavior management practices. I will ask
you to reflect on experiences specific to the behavior of students with disabilities (a) during your K-12
formative years leading to the time you started your physical education teacher education training (b)
then question regarding your time in your physical education teacher education training, and finally (c)
questions about your current experiences teaching general physical education. I will remind you what
window of time to reflect on before each set of questions. I may take notes as you respond and want to
reassure you that I am fully listening. Additionally, I am interested in learning about your experiences
and want you to respond with your perception without regard to what you may think I want to hear.
Further, I would like to acknowledge that talking about individuals with disabilities, particularly their
challenging behavior may be uncomfortable. Before we get started, I want to ensure you that you will
not be judged by the experiences and opinions you share. I also request that you do not share students’
or anyone’s personally identifiable information or identity. If our Zoom call is disconnected, I will remain
on the Zoom call or reconnect as soon as possible. I will send you an email if we are disconnected for an
extended period. At the conclusion of the interview, I will email you with your $25 electronic Amazon
gift card.
As a reminder, you can decline to answer any of the questions, ask for clarification, or end the interview
at any point. Do you have any questions before we begin?
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General Questions:
Statement: Okay, let’s get started, for these first questions, I would like you to answer without
consideration to specific time windows.
1. Can you share with me what made you want to become a physical educator?
2. Again, without limits on specific time windows, was teaching students with disabilities
something you considered one of your roles when you were considering your career path as a
physical educator?
3. Can you tell me about your formal physical education teacher education training and the route
to your credential or licensure?
Prompt: Was this your final degree?

Acculturation – Birth to start PETE Program
Statement: Thank you for sharing, for these next questions I want you to reflect on your experiences
before your physical education teacher education program. This might include experiences from early
childhood until you started your physical education teacher education program. Do you have any
questions?
1. As a child how did you perceive inappropriate or challenging behavior of peers with disabilities?
Prompt: Did your peers have similar feelings?
2. Thinking back to your K-12 experiences, how did influential people address the challenging
behavior of those around you?
Prompt: Let’s start with your parents, how did they address challenging behavior?
Prompt: How did your PE teachers address challenging behavior?
Prompt: How did your coaches address challenging behavior?
3. Can you describe a time before your physical education teacher education program training that
you observed someone managing the challenging behavior of a student with a disability?
Prompt: Were they successful?
4. How do experiences from this time before your physical education teacher education program
training influence your behavior management practices now?
Prompt: Do any of these influences specifically relate to the behavior of SWD?
Prompt: What about the influences you shared about your parents, teachers, and coaches?
Professional – Physical Education Teacher Education Program
Statement: Okay, now we are going to move into talking about your experiences during your physical
education teacher education training. This can include experiences from an undergraduate, master's, or
doctorate degree in physical education teacher education and you specify which you are reflecting on.
Reflection might include experiences from your program coursework, student teaching, and practicum
experiences. Do you have any questions?
1. In your physical education teacher education program training, how or where did you learn
about the behavior of students with disabilities?
2. What experiences did you have managing challenging behaviors of students with disabilities?
Prompt: Can you give an example? Where was this experience? What was your role in the
experience? How did the experience make you feel?
Prompt: Can you share an experience where you were successful in managing the challenging
behaviors of students with disabilities?
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3. What did you experience in terms of observing behavior management strategies from influential
people? Were these observations related to students with disabilities?
Prompt: Let’s start with your professors, what did you observe regarding behavior management
in your physical education teacher education program training experiences?
Prompt: How about the observations of your student teaching mentor’s behavior management
in your physical education teacher education program training experiences?
Prompt: How about observations of your peer’s behavior management in your physical
education teacher education program training experiences?
4. How do experiences during your physical education teacher education program training
influence your behavior management practices now?
Prompt: Did anyone encourage your behavior management practices during your PETE
program?
Prompt: What about the influences you shared about your professors, mentor teachers, and
peers?
Organizational – Employed as a Physical Educator
Statement: Now we are going to talk about your experiences working as a physical educator to the
present time. This might include experiences from schools you currently teach at or have taught PE at,
continuing professional development, or influences outside of your employment. Do you have any
questions?
1. How would you describe the school environment or settings where you teach?
2. What are your current experiences teaching students with disabilities like?
Prompt: How does the behavior of students with disabilities influence your teaching?
3. How do you define challenging behavior in your teaching?
Prompt: What specific behaviors do you find challenging and why?
Prompt: Are these the behaviors of students with disabilities or students without disabilities?
4. How would you describe your current behavior management strategies for all of your students?
Prompt: Can you describe the behavior management strategies you use specifically for students
with disabilities?
5. Can you describe a time you managed the challenging behavior of a student with a disability?
How did it make you feel? Did you experience any physiological or emotional reactions? Was it
successful?
6. How do your current views and strategies regarding behavior management and challenging
behavior of students with disabilities compare to what you observed in K-12 education to the
start of your physical education teacher education program training?
7. How do your current views and strategies regarding behavior management and challenging
behavior of students with disabilities compare to what you observed in your physical education
teacher education program training?
8. How does your current school environment influence the behavior management strategies you
use to support students with disabilities?
Prompt: How do your colleagues influence your behavior management approaches for students
with disabilities?
Prompt: How do your school administrators influence your behavior management approaches
for students with disabilities?
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Closure
Statement: We’re coming to the end of our interview, and I have just two questions left.
1. With disregard to the time they occurred, what are the top influences that shape your
confidence in behavior management and addressing the challenging behaviors of students with
disabilities?
2. Okay, this is the last question. Is there anything else you wanted to share today? Do you have
any questions?
3.
Thank you for your time today, I enjoyed hearing about your experiences. Can I email you to follow up
for clarification or confirmation on my understanding of your experiences? (circle: Yes or No).
Thanks again for your time, I am going to stop recording now and email your $25 electronic Amazon gift
card (stop recording; email gift card). Okay, I sent the gift card. Let me know if you received it. Thank
you for your time and willingness to share your experience.
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Appendix J
Abbreviated Collaborative Codebook
Code

Behavior
management
strategies

Definition

Includes
Strategies or systems participants
Behavior management talk about related to decreasing a
strategies physical
student or group of students
educators report
challenging behavior; behavior
using, observing,
contracts; PBIS; token economy;
learning
consequences; response to
intervention

Collegial
Relationships

Working relationships
with employed person
in their workplace that
influenced their
behavior management
approaches

Colleague participant reports
positive or negative influences on
their behavior management of
SWD. Special educators;
administrators; paraeducators

COVID

The impacts COVID
had on student
behavior and teaching

Ways in which the pandemic
influenced their ability to teach
SWD and manage their
challenging behavior

Emotional
Response

Any emotional or
physiological response
to teaching situations
related to behavior
management and
teaching SWD

Participants’ description of their
or their colleague’s emotional
response to the challenging
behavior of SWD

Focus on
modifications
Influential
figures in
acculturation

Shift in
approaches

The tendency for PETE
programs to focus on
modifications when
teaching SWD
Significant person of
influence during the
acculturation phase of
socialization
Changes described in
behavior management
approaches
throughout the
phases of
occupational
socialization theory

Excludes
Classroom management
strategies,
structural/routine
practices that support
student learning
Relationships with:
students, parents of
SWD, or people from
acculturation or
professional
socialization that are
not current colleagues
Considerations to other
factors influencing
students’ behavior and
teaching
Emotional response to
other emotional
circumstances unrelated
to BM; institutional
conflict; PE
marginalization; death
of student

Focus on modifications for
including SWD in professional
training; may include terms like
adapt, modify, differentiate
People participants placed value
on for their behavior
management practices; parents,
coaches, teachers, etc.

Focus on disability
types; general PETE
training; on-the-job
experiences
Influential figures from
professional and
organizational
socialization phases

Participants detailing ways they
have shifted their behavior
management approaches and
attitudes over time

Shifts to
conceptualizations of
disability; changes in
teaching practices
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Appendix K
Item Means, Standard Deviation, and Cronbach’s Alpha for Teaching Students with Disabilities Efficacy
Scale
Teaching Students with Disabilities Efficacy Scale (Solomon & Scott, 2013)
Cronbach’s α = 0.912
Item
Mean SD
Min Max
Instruction
I can adapt the curriculum to help meet the needs of a student with
7.81
1.38 4.00 9.00
disabilities in my classroom.
I can adjust the curriculum to meet the needs of high-achieving
7.84
1.40 3.00 9.00
students and low-achieving students simultaneously.
I can use a wide variety of strategies for teaching the curriculum to
7.65
1.31 4.00 9.00
enhance understanding for all of my students, especially those with
disabilities.
I can adjust my lesson plans to meet the needs of all of my students,
7.94
1.26 2.00 9.00
regardless of their ability level.
I can break down a skill into its component parts to facilitate learning
8.02
1.13 5.00 9.00
for students with disabilities.
Professionalism
I can be an effective team member and work collaboratively with other 8.61
0.76 5.00 9.00
teachers, paraprofessionals, and administrators to help my students
with disabilities reach their goals.
I can model positive behavior for all students with or without
8.74
0.77 3.00 9.00
disabilities.
I can consult with an intervention specialist or other specialist when I
8.60
0.76 6.00 9.00
need help, without harming my own morale.
I can give consistent praise for students with disabilities, regardless of
8.75
0.53 7.00 9.00
how small or slow the progress is.
I can encourage students in my class to be good role models for
8.67
0.61 7.00 9.00
students with disabilities
Teacher Support
I can effectively encourage all of my students to accept those with
8.33
1.25 1.00 9.00
disabilities in my classroom.
I can create an environment that is open and welcoming for students
8.59
0.79 5.00 9.00
with disabilities in my classroom.
I can establish meaningful relationships with my students with
8.61
0.71 6.00 9.00
disabilities.
Behavior Management
I can effectively deal with disruptive behaviors in the classroom, such as 7.72
1.22 4.00 9.00
tantrums.
I can remain in control of a situation that involves a major temper
7.67
1.34 4.00 9.00
tantrum in my classroom.
I can manage a classroom that includes students with disabilities.
8.29
1.04 5.00 9.00
Related Duties
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I can effectively transport students with physical disabilities from
vehicles to wheelchairs, from wheelchairs to desks, and to the restroom
without becoming intimidated.
I can administer medication to students with disabilities if I am asked to
and have the proper certifications.
I can assist students with disabilities with daily tasks such as restroom
use and feeding.

76
5.99

2.78

1.00

9.00

4.62

3.17

1.00

9.00

4.85

3.18

1.00

9.00
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Appendix L
Summary of Regression Analysis Predicting Total Self-efficacy Mean
Predictor

Unstandardized
Coefficients B

Years
0.02
Teaching
Experience
Courses in
0.07
APE
Note. *p < 0.05

Unstandardized
Coefficients B
Standard Error
0.01

β

t

p

0.24

2.20

0.03*

0.05

0.14

1.29

0.20
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Appendix M
Themes with Supporting Quotes
Theme: Out of sight, out of mind
Participant
P9
Early Career
P4
Early Career

Supporting Excerpt
“I can't say, if I can straight up just remember if I realized that there was like
students with disabilities but I definitely realized, there were students that like I
guess couldn't, um, perform like the way that, like most students could right”
“Growing up, we did have a few students with disabilities in our school and they
were in a contained classroom so they I don't remember them being in any general
education classes”

P5
Early Career

So my high school, we had a separate program, one classroom was the kids that
hadn't graduated yet or like were not of graduation age, and then we had like our
post-grad life skills program.

P3
Midcareer

“One student pops in my mind, and this person would have been in I guess what we
call today the self-contained classroom because the student needed care all the
time. I can't…I just don't have much recollection of students, that I would see in
class now.”

P7
Midcareer

“You want to come out of that little room there, come join like the assemblies, are
you know those things you need to behave you're not gonna behave you stay in
here for like all the periods will bring your lunch to you kind of story”
I don't I don't know that I was really exposed to a whole lot I was a military kiddo
and we moved frequently I went to six different elementary schools. So, I don't I
don't know at that time, if I really paid attention or acknowledged a whole lot of
that.

P2
Later Career

P8
Later Career

“I didn't really I don't remember anybody with any kind of orthopedic impairments,
now that I can think about it. And I was kind of probably oblivious to be honest with
you I'm sure there were self-contained classrooms or something in my high school.”

P1
Later Career

“I think my first recollection of individuals with disabilities was probably in high
school and that's when I think I learned a little bit about special type of physical
education, I mean I don't recall that there was a specific name for it.”
Theme: Bare minimum basics

Participant
P9
Early Career

P4
Early Career

Supporting Excerpt
“Honestly, I can't say that we did that specifically, I found my grad school program
to be very interesting in that we didn't quite learn how to teach. It was all like I
know it was so weird because in my mind going to grad school like you would focus
on a lot of that I got more out of learning how to teach just by literally teaching right
they never actually really talk to us about it, but most of my coursework was all
about pedagogy and teacher philosophies.”
“I would say what in the program I learned the bare minimal basics just because it
was more geared towards gen ed and the only time we would have experience
were those Fridays. And then the thing too was like those Fridays we're just here
right a lesson plan and modify you know it wasn't based on behavior management.”
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Early Career

P3
Midcareer
P7
Midcareer

P6
Midcareer
P8
Later Career

P2
Later Career

P1
Later Career

Participant
P9
Early Career
P4
Early Career

P5
Early Career
P3
Midcareer
P7
Midcareer

79

“Most places only require like one course in or related to disability or behavior
management or, like any of those topics and like one course during your college
years it's not going to give you any of the information it's kind of just like a basic
overview of like, oh yeah this is something you may run into, yeah, just figure it out,
so I don't know.”
“I would say touched on in some of the courses, I feel like my undergrad courses
and even masters, there was some touching on behavior, but it was more focused
on you know, making modifications in your classes.”
“During that time [professor] just kind of gave us like the textbook kind of stuff. Her
background was mostly academic she did do some work like in clinical settings and
she told me that later, she always kind of like felt like she had to you know work a
little harder”
So just going back to the whole proximity control, your normal basic classroom
management, behavioral pinpointing, um…you know love and logic was a big thing
back then, so that was something that I kind of took to but, I don't know.”
“Quite frankly, I think one of the great deficits in terms of teacher training is the fact
that in most cases, your student teaching experience is so limited you know time
wise okay, the breadth of what you're exposed to, it is so so small, and that the real
deficit is in in behavior management.”
“I always said I learned more my first month actually teaching my own class and
reflecting on that that I did the whole time leading up to it, because it was such a
focus on, you know procedure and lesson plans and that kind of stuff and there was
very little having to do with student behavior and managing that.”
“There really wasn't any specific guidance or training on if you run into a problem
with a child that is exhibiting challenging behaviors what you should do. You just
kind of worked with them. I don't remember any specific events or trainings or
classes, that would prepare me.”
Theme: Building a toolbox
Supporting Excerpt
“I've never had to call admin or security to deal with any behaviors so I've never
gotten to that level of behaviors before so if we ever have this conversation again in
the next 10 years that might change, but who knows.”
“We started out on our own, and eventually we would reach out when we need
help. Like I would try to see what works for me and then, if it doesn't work for me
I’ll call up my coworkers, ‘hey, how would you work with the student if the student
is not listening or not participating in class?’”
“I think after dealing with a lot of different types of behavior over the years like that
is the biggest thing that like I've realized, is that it has nothing to do with me.”
“When the students respond that's definitely, like, when a strategy works that's a
confidence builder, it makes you feel better about it that you know, like these things
that work like when you connect with them.”
“Um, challenging behavior you know I guess, if you asked me like the you know
different phases of my career, the answer would be because that's how I'm thinking
about it, like the answers will be different each phase like, for example, that [girl
restrained by sweater] like when I was first interning that was challenging just you
know that, like what do you do when you don't really have the experience and
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P2
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P1
Later Career
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you're kinda like very green and you don't really have like a you know much
experience to draw upon.”
“I would also have to say there's a lot of teachers that I've worked with where you
take little bits here and there, but that one little nugget you expand on it as you get
older and what you experience.”
“I think I'm competent, but I do, you know, you got to be a lifelong learner and you
got to be reflective and you got to be willing to accept direction. I've talked about
the fact that I'm kind of an elder statesman there, but there are people much
younger than me and much newer that I learned stuff from. Each and every day and
I learned stuff from the kids too, the kids kind of guide me and you need to be
open.”
“I think it grows a little bit every year because you face different challenges and that
is what I call I tell my new teachers you don't have a toolbox yet. You have to build
your toolbox and you've got to build it from the bottom up, and every time a
situation happens where you have to act differently, you add a tool to your toolbox,
because then the next time you can go through that but it takes years to really build
that up, which is why, when you know, right now, when I see us losing a lot of
educators that, like the 15 and 20 year mark I’m like we're losing the ones that have
toolboxes. It we're losing the ones that have all these experiences to draw on it and
you're not understanding that you've got to start paying the ones in the middle, but
their work, because there were so much more than you realize like if you've made it
to 15 years in education, you have had some experience.”
“I feel like those are some of the best accomplishments and even though I have
some students that are still kind of ongoing the distance that I’ve gotten with them,
knowing what their behaviors were, what they are now, and how I dealt with it back
then versus how I deal with it now are enormous and each and every experience
each child that I have these experiences with only make me that much of a better
teacher.”
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Appendix N
Chapter II - Extended Literature Review
This chapter covers literature relating to related to the challenging behavior of students with
disabilities (SWD) with an emphasis on self-efficacy beliefs informed through the phases outlined by
occupational socialization theory. Occupational socialization theory (Lawson, 1983a; Lawson 1983b;
Lortie; 1975) suggests that physical educators experience a process that shapes their teaching beliefs
through three socialization phases defined as experiences before an individual’s physical education
teacher education (PETE) training program in formative years (acculturation socialization), during their
PETE program (professional socialization), and after their PETE training as an in-service physical educator
(organizational socialization). This socialization process can limit or provide opportunities for physical
educators to experience sources of self-efficacy that may contribute to physical educators’ beliefs
toward the behavior management of SWD (i.e., their belief in their capability to successfully implement
behavior management; Bandura, 1997). Further, physical educators hold less favorable attitudes toward
the inclusion of SWD with behavioral challenges (Hodge et al., 2009; Obrusnikova, 2008; Obrusnikova &
Dillon, 2011). Physical educators’ attitudes toward inclusion are related to their previous coursework in
adapted physical education (APE), hands-on experiences with SWD, and perceived competence (Block &
Rizzo, 1995; Rizzo & Vispoel, 1991; Obrusnikova, 2008). Similarly, physical educators’ self-efficacy
toward inclusion is positively related to previous coursework and previous experiences with SWD
(Hutzler et al., 2005; Taliaferro, 2010; Taliaferro et al., 2015; Tindall et al., 2010).
There is a major emphasis on coursework and experiences in behavior management for adapted
physical educators but differences in training general physical educators are perceived. Adapted physical
educators feel less marginalized and have greater perceived mattering in their jobs compared to general
physical educators (Wilson et al., 2020). These lesser feelings could relate to the lack of preparation
physical educators perceive in behavior management and the burnout and reality shock they attribute
to students’ challenging behaviors (Aloe et al., 2014; Morley et al., 2005). Physical educators report
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inadequate preparation in behavior management from their PETE programs (Lavay et al., 2014), yet
report valuing behavior management strategies that they learned from their coaches, mentor teachers,
and colleagues (Pagnano & Langley, 2001). It seems physical educators’ beliefs in their capability to
manage the challenging behavior exhibited by SWD is a complex and related to individualistic factors.
Gaining an understanding of the specific factors that influence a physical educator’s self-efficacy toward
the behavior management of SWD can provide the information needed to improve PETE program
training and professional continuing development.
Inclusion and Challenging Behavior in PE
Inclusion has a range of definitions, but when applied to special education it has been referred
to as a philosophy advocating for all students to be educated in the same classroom (Sherril, 1994). The
United Nations Educational, Scientific and Cultural Organization (UNESCO, 2005) defines inclusion as,
“adopting a broad vision of education for all by addressing the spectrum of needs of all learners,
including those who are vulnerable to marginalization and exclusion” (p. 11). Researchers within the
field of adapted physical activity and APE have agreed that inclusion is more than placing SWD in the
general PE setting with their non-disabled peers and extends to providing meaningful participation to
SWD (Block, 1999; Block & Obrusnikova, 2007; Lieberman et al., 2019). Many physical educators hold
negative attitudes toward inclusion as they feel students are ‘dumped’ into their classes (Block, 2016;
Morley et al, 2005).
Regardless of physical educators’ attitudes toward the inclusion of SWD, the Individuals with
Disabilities Act (IDEA; 2004) mandates SWD educational placement in the least restricted environment
with their peers without disabilities. This has resulted in the majority of SWD spending nearly the same
amount of time in general as their peers without disability (U.S. Government Accountability Office
[GOA], 2010). According to the IDEA (2004), Section 300.108 (b) SWD must receive PE alongside their
non-disabled peers unless: (a) the SWD is enrolled full-time in a separate facility or (b) the student with
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a disability needs specially designed PE, as prescribed by the student’s IEP. According to the 42nd Annual
Report to Congress on the Implementation of IDEA, 2020, in 2018, 6,315,228 students ages 6 through 21
were served under IDEA, Part B, with 95% of those students educated in general education classrooms
for at least some portion of the school day (U.S. Department of Education, 2021, p. 39-53). Results from
the School Health Policies and Practice Study found an increase from 2000 to 2016 in the percent of
districts requiring “mainstreaming into regular PE as appropriate” as a strategy to meet the PE needs of
SWD from 82.3% to 97.2%. From this report, 92% of SWD in grades one through seven received PE
instruction in general physical education (GPE; CDC, 2017). With the majority of SWD learning in general
education settings, general physical educators must be prepared to provide services that ensure that all
their students can achieve their full potential in PE.
According to the Dear Colleague Letter from the U.S. Department of Education, Office of Special
Education and Rehabilitative Services (2016) a student’s suspension based on behavior indicates an IEP
team meeting is necessary to establish free and appropriate public education (FAPE) in the least
restrictive environment. As a response to the disproportionate removal of SWD with behavior
challenges from general education, the 2016 Dear Colleague Letter was to clarify IDEA’s (2004)
requirements for behavioral supports, “…the failure to consider and provide needed behavioral supports
through the IEP process is likely to result in a child not receiving a meaningful education benefit or FAPE.
In addition, a failure to make behavioral supports available throughout a continuum of placements,
including in a regular education setting, could result in an inappropriately restrictive placement and
constitute a denial of placement in the least restrictive environment” (U.S. Department of Education,
2016, p.3). This Dear Colleague letter demonstrates the barriers to inclusion created by an educator’s
difficulties and inability to manage the challenging behaviors of SWD.
Defining behavior is complex as many factors contribute to causes and perceptions of behavior.
Rink (2020; p.331) defined student behavior as “the appropriateness of the way students conduct
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themselves in a setting.” Appropriate behaviors are not automatic and must be learned and practiced to
become established and maintained (Lavay et al., 2016). Similarly, challenging behaviors are not
automatic and have been learned and maintained by the function of the behavior (Iwata, 1982).
Emerson & Einfeld (2011) defined challenging behavior as, “culturally abnormal behavior(s) of such an
intensity, frequency or duration that the physical safety of the person or others is likely to be placed in
serious jeopardy, or behavior which is likely to seriously limit us of, or result in the person being denied
access to, ordinary community facilities” (p. 3). Weinstein et al. (2004) suggested that challenging
behavior is often a result of cultural conflict between the student and educator and suggested a
culturally relevant response to students’ challenging behavior.
As the authority in the classroom, physical educators largely contribute to defining appropriate
behavior. The way physical educators define challenging behavior has idiosyncratic qualities that relate
to their social environment, cultural beliefs, and general role expectations within a context or situation
(Emerson & Einfeld, 2011). The extent to which a teacher can cope with challenging behavior, or their
tolerance to disruption (Block, 2007), can determine if the challenging behavior will lead to exclusion
(Emerson & Einfeld, 2011). Additionally, peers report decreasing levels of acceptance toward SWD who
exhibit challenging behavior as their grade levels increase (Shin et al., 2019), further adding to exclusion
in PE. Rejection from peers who model appropriate behavior and skills can lead to further exclusion
from PE, potentially limiting the development of necessary abilities like motor and social skills.
In addition to the sociocultural contextualization of challenging behavior, these social
phenomena have been examined through categorization, ranking of perceived difficulty by type and
disability, and causes (Alter et al., 2013; Harrison et al., 2012; Lee & Haegele, 2016; Obrusnikova, 2008;
Obrusnikova & Dillon, 2011). Individuals with disabilities can experience co-occurring challenging
behavior including behaviors like (a) self-injurious behavior (Iwata et al., 1982; McClintock et al., 2003),
(b) aggression (McClintock et al., 2003; Shin et al., 2019), and (c) property destruction (Emerson &

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

85

Einfeld, 2011). Kindergarten through 12th (K-12) educators report externalizing behaviors, specifically
anxiety, distractibility, hyperactivity, and disruptive as the most common challenging behaviors
(Harrison et al., 2012). K-12 educators ranked challenging behaviors from most to least problematic to
manage as follows 1) off-task, 2) verbal disruption, 3) verbal aggression, 4) noncompliance, 5) out of the
seat, 6) physical aggression, 7) physical disruption, 8) self-stimulatory, 9) isolation/no social interaction
(Alter et al., 2013). Elementary teachers reported physical aggression as significantly more problematic
F(2,793) = 9.24, p < .001, and prevalent F(2,794) = 16.43, p < .001 when compared to middle and high
school teachers (Alter et al., 2013). Educators with 11 to 15 years of experience found isolation/no social
interaction as more problematic as compared to those teaching 16 to 20 years and those teaching more
than 20 years, F(4,786) = 2.50, p < .05 (Alter et al., 2013). These findings indicate that teachers’
perceptions of challenging behavior can shift over time, though the quantitative findings fail to inform
readers of factors influencing this shift in perceptions.
Specific to physical educators, Obrusnikova and Dillon (2011) examined challenging behaviors of
students with autism spectrum disorder (ASD) reported by 43 Nationally Certified Adapted Physical
Educators (CAPEs) through the Adapted Physical Education National Standards (APENS; Obrusnikova &
Dillon, 2011). The most frequently reported challenging behavior among physical educators were
inattention and hyperactivity behaviors (39%), social impairment (36%), and emotional regulation
difficulties (21%) which are consistent with the challenging behaviors reported by K-12 educators (Alter
et al., 2013; Harrison et al., 2012). Considering the specialized training that CAPE-certified professionals
receive as compared to general physical educators, there may be a reason to believe that general
physical educators’ experiences are similar, if not more pronounced, regarding difficulties experienced
with challenging behavior. Although the CAPE-certified general physical educators in this study can give
insight into the difficulties of managing the challenging behavior of a student with ASD in general PE
(Obrusnikova & Dillon, 2011), further insight from non-CAPE-certified general physical educators about
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these challenges can inform PETE program curriculum and continuing professional development.
Additionally, Obrusnikova and Dillon (2011) point out that the vignette’s focus on a student with ASD
limits participants' reflection of all disability types and associated challenges.
Physical Educators’ Perceptions of Challenging Behavior
Measurements of physical educators’ attitudes toward teaching SWD have been examined
specifically to disability type and severity along with related attributes. The Physical Educators’ Attitude
Toward Teaching the Handicapped-II (PEATH-II) examined physical educators’ attitudes toward SWD
categorized into three disability labels: mentally [delayed]/intellectual disability, behaviorally disorder,
and learning disabled (Rizzo & Vispoel, 1991). A revised version of this instrument, the Physical
Educators’ Attitude Toward Teaching Individuals with Disabilities – III (PEATID-III; Rizzo, 1993) focused
on (a) emotional and behavioral disorders, (b) specific learning disabilities, (c) ID, (d) physical disabilities,
and (e) sensory disabilities (Obrusnikova, 2008). The PEATID-III has also been adapted to look at physical
educators’ attitudes toward students with severe and profound disabilities (Block & Rizzo, 1995).
Physical educators’ years of teaching experience, perceived competence, and quality of
experiences significantly influence their attitudes toward teaching SWD. Rizzo & Vispoel (1991) found
that physical educators’ attitudes toward teaching SWD were significantly correlated to years of
teaching SWD (r = .18, p < .05) and perceived competence (r = .31, p < .05; Rizzo & Vispoel, 1991).
Similarly, Obrusnikova (2008) found predictors of physical educators’ positive beliefs toward teaching
SWD were perceived confidence (R = .49, R 2= .24, R2adj = .23), quality of experiences (R = .52, R2 = .27,
R2adj = .26), and APE coursework (R = .56, R2 = .31, R2adj = .29), together accounting for 31% of the physical
educators’ overall beliefs with a large effect size (f2 = .45; Obrusnikova, 2008).
Physical educators perceived competence in their ability to teach SWD is informed by their years
of experience teaching SWD, courses in APE, and quality of experiences demonstrating that physical
educators’ belief in their ability to teach SWD is informed by their training and experience. Physical
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educators’ perceived competence also had significant positive correlations with academic preparation
including number of courses in APE (r = .31, p < .001), years of experience teaching SWD (r = .31, p <
.001), and attitudes toward teaching SWD (r = .20, p < .05; Rizzo & Vispoel, 1991). Obrusnikova (2008)
found that perceived competence had significant positive correlations with years of teaching SWD (r =
.38, p < .001) and quality experiences teaching SWD (r = .52, p < .001).
Physical educators' attitudes toward teaching SWD differ based on students’ disability diagnosis and
are less favorable toward SWD with behavioral challenges. Physical educators hold more favorable
attitudes toward students with learning disabilities (M = 3.2, SD = .74), as opposed to intellectual
disabilities (M = 2.9, SD = .76), and behavioral and emotional disorders (M = 2.7, SD = .74). In agreement
with Rizzo & Vispoel’s (1991) findings, physical educators in Obrusnikova’s (2008) study reported more
favorable attitudes toward teaching students with specific learning disabilities (M = 3.6, SD = .8) as
compared to students with emotional and behavioral disorders (M = 3.0, SD = .9; Obrusnikova, 2008).
Though perceived competence and self-efficacy share similarities in self-evaluation, perceived
competence focuses on an individual’s reflection on the personal attributes necessary to succeed
whereas self-efficacy is a context-specific self-reported evaluation of an individual’s measure of their
ability to succeed at or perform a certain task (Bandura, 1997). These findings coincide with Bandura’s
self-efficacy theory (1997) which suggests that mastery experiences such as working with SWD will
increase a physical educator’s self-efficacy toward working with SWD.
Further mixed-methods and qualitative studies have corroborated with outcomes suggesting
attitudes toward the inclusion of SWD are negatively impacted by the challenging behavior of SWD
(Hodge et al., 2009; Morley et al., 2005). The behavioral challenges experienced while teaching SWD
have been reported as a primary barrier to including SWD in activities (Hodge et al., 2009). Physical
educators find teaching SWD with behavior problems to be the greatest challenge and including SWD
with physical disabilities is the least challenging aspect of inclusion (Morely et al., 2005). Physical
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educators with lower class sizes have more favorable attitudes toward inclusion (Hodge et al., 2009).
These findings may suggest that physical educators’ unsuccessful or difficulties experienced while
teaching larger groups of SWD were less successful leading to less favorable attitudes toward teaching
SWD. Physical educators share concerns about their lack of preparation and attribute previous
experience working with SWD as their primary source of confidence and their insufficient support
(Hodge et al., 2009; Morley et al., 2005). These qualitative outcomes corroborate qualitative findings
demonstrating the significance of perceived competence, years of experience, and coursework in APE
have at physical educators’ attitudes toward the inclusion of SWD, particularly SWD with behavioral
challenges.
Rizzo and Vispoel (1991) suggested that institutions are responsible for preparing physical educators
with positive attitudes and perceived competencies toward teaching SWD. The less favorable attitudes
toward students who exhibit challenging behavior were associated with physical educators’ lack of
preparation and hands-on experience (Obrusnikova, 2008; Rizzo & Vispoel, 1991). Obrusnikova (2008)
suggested that the less favorable beliefs toward teaching students with emotional and behavioral
disorders were due to the high demands for organization and management required for effective
instruction. Further, Obrusnikova (2008) recommended further qualitative work to supplement
quantitative findings on physical educators’ attitudes toward working with SWD. Further investigation is
needed to understand how these attitudes are formed and what specific influences contribute to
physical educators’ self-efficacy toward the behavior management of SWD throughout their socializing
process.
Defining Behavior Management and Approaches in PE
Managing student behavior is a prerequisite to effective teaching (Rink, 2006). Quality PE
partially depends on physical educators’ obtaining the knowledge and skills necessary to manage a wide
variety of behaviors (Lavay et al., 2012). The behavior management strategies that general physical
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educators observe and adopt in their K-12 PE experiences, PETE program preparation, and at the schools
that they work in may influence how they address potential challenging behaviors while teaching PE
(Garrahy et al., 2005). Many factors influence the way physical educators address SWD who exhibit
challenging behavior and their resulting self-efficacy toward managing those behaviors. The ongoing
reports of physical educators’ difficulties (Alter et al., 2015; Harrison et al., 2012; Morley et al., 2005;
Obrusnikova, 2008; Obrusnikova & Dillon, 2011; Rizzo & Vispoel, 1991) are reflected in the extensive
practitioner articles providing behavior management recommendations (i.e., Arbogast & Chandler,
2005; Bechtel et al., 2012; Buchanan et al., 2013; Coward, 2000; Dauenhauer, 2012; Grube et al., 2016;
Lavay et al., 2007; Lee & Haegele, 2016; Sanderson et al., 2013; Stephen et al., 2010). Less literature has
been focused on research related to the efficacy and use of behavior management approaches in PE.
Existing publications primarily focus on contingencies (Alstot, 2012; Healy et al., 2017; Hirsch et al.,
2016; Vidoni & Ward, 2006; Ward & Dunaway; 1995) and responsibility-based teaching (Cecchini et al.,
2007; Dunn & Doolittle; 2020; Hellison, 2013; Mowing et al., 2011). Further investigation into how
physical educators conceptualize behavior management approaches may shed light on the socializing
factors that shape their self-efficacy in addressing SWD who exhibit challenging behavior.
Teaching can be thought of in terms of two functions: (1) management functions and (2) the
pedagogy and content functions of teaching (Rink, 2020). Management is an ongoing process essential
to effective teaching and includes organizing the environment to support learning and to maintain and
develop student-appropriate behavior engaging in the content (Rink, 2020). Lavay et al. (2016) defined
behavior management as “a process that involves both the science and art of systematically applying
evidence-based prevention and intervention techniques to enhance the probability that another person
or group will develop socially acceptable behaviors as well as develop self-discipline, responsibility, selfdirection, and character to create an environment that is conducive to learning” (p. 5). Behavior
management is commonly accepted and defined as encompassing multi-discipline approaches to
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behavior management (Lavay et al., 2007). Behavior management is interdisciplinary and incorporates
best instructional practices from various disciplines of education, psychology, and PE (Lavay et al., 2016).
Many SWD who exhibit challenging behaviors has behavior intervention plans or behavior plans
written into their formal IEP. A behavior intervention plan is a formal document outlining the
collaborative approach to an SWD with chronic challenging behavior and informed by a functional
behavior assessment and written by a student’s IEP team (Lavay et al., 2007). According to IDEA (2004),
students’ behavior intervention plans must be based on scientifically-based research which includes
publications in peer-reviewed journals or a panel of independent experts. School districts are required
to provide their educators with high-quality professional development based on research and ensure
that school personnel can deliver scientifically-based academic and behavioral interventions (IDEA,
2004). Without this training and skill set to provide the needed behavioral support prescribed through a
student’s individualized education program, a physical educator may be unable to provide students
access to their free and appropriate public education (U.S. Department of Education, 2016).
Lytle et al. (2010) wrote, “the foundation of effective instruction is the management of student
behavior” (p. 43). How physical educators are taught and prepared to manage SWD who exhibit
challenging behavior may influence the beliefs they have toward their abilities. Researchers have
investigated the behavior management preparation of pre-service physical educators and have
recommended strategies to improve professional preparation (Lavay et al., 2012; Lytle, 2010).
Coursework and curriculum in PETE programs related to behavior management have been examined by
physical educators’ perceived value or PETE program coursework (Hill & Brodin, 2004), instructional
behavior practices in PETE programs reported by PETE faculty (Lavay et al., 2012), behavior management
practices, and preparation of adapted physical educators (Lavay et al., 2014), and elementary physical
educators’ preparation in behavior management (Garrahy et al., 2005).

PHYSICAL EDUCATORS’ SELF-EFFICACY TOWARD BEHAVIOR MANAGEMENT

91

Lavay et al. (2014) examined the behavior management training and instructional practices of
CAPE-certified adapted physical educators. Of the participants, 57% reported taking a course specific to
behavior management, and 74% of those courses provided information specific to managing the
behavior of SWD. Despite the majority taking a course specific to behavior management, only 51%
found the course adequate and 27% believed it was inadequate in preparing them to manage SWD
challenging behavior. Almost half of the adapted physical educators (43%) reported attending an inservice training related to behavior management, which was most commonly on crisis intervention,
response-to-intervention, applied behavioral analysis, writing school-wide behavior plans, and behavior
intervention plans. When asked to rate their ability to manage challenging behavior, 75% felt they were
qualified whereas 25% felt they were somewhat qualified (Lavay et al., 2014). A quarter of the sample of
adapted physical educators felt they were only somewhat qualified to manage challenging behavior.
This is concerning for general physical educators who lack specialized APE training. Even when courses in
APE are available, physical educators perceive the training as insufficient and less valuable. Physical
educators place more value on courses related to sports skills, instruction, classroom organization and
management, and motor development as compared to courses in the assessment of learning and APE
(Hill & Brodin, 2004). Yet, within the first year of teaching, physical educators report the most difficulties
with discipline, SWD, personal fatigue, and assessment (Hill & Brodin, 2004). There is an apparent
contradiction between physical educators' lack of value for courses in APE and their later difficulties
managing the challenging behavior of SWD. This may be a reflection of a belief that SWD is not their
responsibility to teach and should be taught by a specialized educator (Block, 2016; Morley et al., 2005).
U.S. PETE program faculty recognize the importance of behavior management preparation in
PETE program training (Lavay et al., 2012). Despite this, few programs require a course-specific to
behavior management with most programs only including one unit related to behavior management
within one of their courses, typically a method or curriculum instruction course (Lavay et al., 2012).
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Based on the reported instructional time devoted to behavior management topics in PETE programs,
most provide only 5 to 11 hours related to behavior management (Lavay et al., 2012). PETE program,
faculty believe that more practical experience managing the challenging behavior of SWD in school
settings is needed. Lavay et al. (2012) recommend future research using qualitative methods to
understand the status of behavior management preparation and improve behavior management
practices in PE. These deficits in behavior management training provided by PETE programs explain the
deficits perceived by physical educators. Though, even when training is available, it’s hard to determine
if physical educators would find value and invest in evidence-based practices.
Many physical educators attributed learning their behavior management knowledge to their
colleagues and students (Garrahy et al., 2005). Early in their career physical educators often start with
an authoritative approach and shift toward a more humanistic approach to behavior management. This
shift in behavior management approaches indicates the strength of influence years of experience and
socializing factors have on physical educators’ practices. Physical educators place more value on
information from observations during their formative years and the status quo of their working
environment when compared to their PETE program preparation yet reported valuing their field-based
experiences (Garrahy et al., 2005). This aligns with Lytle’s (2010) and Lavay et al.'s (2014) emphasis on
the need for practical experiences to connect behavior management approaches to real-world
experiences. Further inquiry into personal and contextual socializers that influence physical educators’
adoption of behavior management approaches may provide information to target improvements to the
perceived deficits in behavior management preparation in PETE programs.
Theoretical Framework
Bandura’s Self-Efficacy Theory
Bandura’s self-efficacy theory has served as a framework to measure and understand an
individual’s belief in their ability to succeed at a given task, like including SWD in PE. A physical
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educator’s perception of their ability, or self-efficacy, to effectively implement behavior management
may lead to the inclusion or exclusion of SWD who exhibit challenging behavior (Bandura 1977; 1997;
2001; 2006). Bandura (1997) defines self-efficacy as, “an individual’s belief in their capacity to execute
behaviors necessary to produce specific performance attainments” (p.3). Bandura (1977) established
four sources that can increase self-efficacy that include: (a) mastery experiences, (b) vicarious
experiences, (c) verbal and social persuasion, and (d) physiological and emotional states. Self-efficacy
refers to an individual’s belief in their capability but is not a measure of their actual ability or number of
skills (Bandura, 1977;1997). This means that two individuals challenged with the same task and
knowledge, but who have different levels of self-efficacy, may have differing outcomes. Each physical
educator’s socialization is unique, and their gained sources of self-efficacy toward behavior
management will differ. Self-efficacy has previously been used as a framework to guide physical
educators’ self-efficacy toward including SWD (I.e., Block et al., 2013; Hutzler et al., 2005; Hutzler &
Barak, 2017; Taliaferro, 2010) and can be used to evaluate physical educators’ belief in their ability in
specific tasks, including how they manage SWD who exhibit challenging behavior. Developing selfefficacy requires cognitive, behavioral, and self-regulatory tools for producing an effective course of
action in a constantly changing environment (Bandura, 1997). Expert teachers have larger response
repertoires and have learned finer discrimination between responses to students via ongoing
experiences that inform their self-efficacy (Siedentop & Eldar, 1989). The different sources of selfefficacy rarely occur independent of each other and can coincide in experiences building belief in
efficacy (Bandura, 1997).
Mastery experiences, sometimes referred to as performance outcomes, are the most influential
because they serve as authentic evidence of capability; yet performance alone cannot completely
establish an individual’s self-efficacy. Successes build an individual’s belief in efficacy while failures easily
discourage it, especially when beliefs are minimally established (Bandura, 1997). These experiences
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serve as authentic evidence of an individual’s self-efficacy toward a specific task. If individuals only have
successes in easy tasks, they will be easily discouraged by failure in future tasks (Bandura, 1997).
Physical educators with underdeveloped repertories of responses or successes in managing challenging
behavior may resultantly have low self-efficacy in behavior management. Vicarious experiences of
others’ attainment can build personal belief in self (Bandura, 1997). An individual’s gauge of self-ability
is done through social comparison, by comparing and making judgments of people’s abilities around
them to evaluate their abilities. According to Bandura (1997), this is called self-efficacy appraisal.
Attainment of an individual considered like oneself (i.e., peer in class, friend, fellow teachers) holds
more influence than others. Similarly, observing others considered similar who fail discourages an
individual’s belief in their efficacy (Bandura, 1997). For example, a pre-service student in a PETE program
may observe their fellow pre-service physical educators effectively managing student’s behavior and
adopt a “they can do it, then I can do it” mentality.
Receiving verbal persuasion, words that can have a positive impact can encourage an
individual’s belief in their capabilities. Verbal persuasion alone has limited influence but can encourage
greater effort, especially among those who have reason to believe they can achieve their specific task
(Bandura, 1997). Verbal persuasion can “mobilize greater effort” in individuals experiencing self-doubt
and who dwell on personal deficiencies as difficulties arise. Contrarily, providing verbal persuasion to
individuals who lack capabilities may set them up for shortcomings in future attempts. Poor
performance can be met with disparaging feedback and can lead to social estrangement and undermine
individuals’ belief in themselves whereas constructive criticism continues aspirations and can provide an
opportunity to bolster an individual’s beliefs (Bandura, 1997). For example, a mentor teacher might
acknowledge and positively reinforce a pre-service physical educator’s use of an effective behavior
management strategy during a lesson and may encourage the student’s belief in their capabilities.
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Alternatively, if a student struggled to manage a student’s challenging behavior, a mentor teacher can
encourage positive strategies for future use and reassure the pre-service physical educator’s capability.
Physiological and emotional states can influence belief in one’s ability. An individual’s judgments
of capabilities encompass sensory information which is relevant in situations that require physical
capability, coping with stressors, and health functioning. Self-efficacy can be built through enhancing
physical status, reducing stress levels and negative dispositions, and correcting misinterpretations of
bodily states (Bandura, 1997). Mood states can bias attention, interpretations of information, cognitive
organization, and memory retrieval. An individual’s mental health can influence belief in capability and
mood can alter self-efficacy. Teaching PE is both physically and emotionally demanding, and students’
unpredictable behavior can create stressors in the teaching environment. Physical educators' selfefficacy has been evaluated toward inclusions and classroom management demonstrating the
significance of self-efficacy and its role in a physical educator’s intentions and behaviors.
Physical Educators’ Self-efficacy. Physical educators’ self-efficacy has been examined regarding
the inclusion of SWD (Block et al., 2013; Hodge et al., 2009; Hutzler et al., 2005; Hutzler & Barak, 2017;
Taliaferro, 2010; Taliaferro et al., 2015), self-efficacy in technology integration (Krause, 2017), selfefficacy in teaching health-related fitness (Martin & Kulinna, 2003) Physical educators’ self-efficacy has
been examined Bandura (1997) noted that “multi-item measures are an improvement over single-item
ones, but teacher efficacy scales are, for the most part, still cast in a general form rather than being
tailored to domains of instructional functioning” (p. 243) meaning, teachers self-efficacy is hard to
evaluate from subject to subject and context to context.
Studies specific to physical educators’ self-efficacy toward including SWD have found that
previous coursework related to disability (i.e. APE and special education courses) and experiences with
individuals with a disability can lead to higher levels of self-efficacy toward inclusion (Beamer & Yun,
2014; Hutzler et al., 2005; Taliaferro et al., 2015). Hutzler et al. (2005) investigated the relationship
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between personal variables of PE students, their attitudes toward the participation of SWD in PE, and
their self-efficacy in teaching SWD in regular classes among pre-service physical educators using the
Attitudes Toward Including Students with a Disability in PE Lessons Questionnaire (ATIPE) instrument
(Shechtman, 1991). Physical educators’ participation in academic coursework related to SWD has
significantly (p < .001) higher levels of self-efficacy toward teaching SWD (M = 3.05, SD = .34) as
compared to those who did not have the academic coursework (M= 2.8, SD = .43).
Taliaferro (2010) developed the Physical Educators’ Self-efficacy Toward Including Students with
Autism (PESEISD-A) to evaluate physical educators’ attitudes toward including students with ASD and
consists of a self-efficacy scale and six subscales: a) mastery experiences, b) vicarious experiences, c)
social persuasion, d) behaviors, e) physiological states, and f) challenges with demographics located at
the end of the survey (Taliaferro, 2010). Physical educators’ number of sources (mastery experience,
vicarious experience, and social persuasion) were significantly related to their levels of self-efficacy (p <
.001). Social persuasion was the only source to contribute to predicting levels of self-efficacy (β = .387),
however, higher levels of self-efficacy were significantly related to mastery experiences (r = .207, p =
.005), vicarious experiences (r = .279, p < .001), and social persuasion (r = .442, p < .001). Highest levels
of self-efficacy were related to “collaborating effectively with others/professionals (M = 8.72, SD = 1.69)
and their ability to create a safe space for their students with ASD (M = 8.39, SD = 1.75) whereas lowest
levels of self-efficacy were reported in managing behaviors (M = 6.89, SD = 2.14) and motivating the
student (M = 7.59, SD = 2.07; Taliaferro, 2010). Physical educators’ low levels of self-efficacy in behavior
management suggest PETE program training and continuing development may not be effectively
preparing them to include SWD who exhibit challenging behavior, which may impact the inclusion of
students with ASD in PE.
Block et al. (2013) developed an instrument to measure the self-efficacy of PETE program majors
toward inclusion titled the Self-efficacy Scale for Physical Education Teacher Education Majors toward
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Children with Disabilities (SE-PETE-D) with a specific focus on intellectual disabilities, physical disabilities,
and visual impairment. The SE-PETE-D and focus groups were completed by 64 pre-service physical
educators in Ireland to evaluate the impact of a 10-week adapted physical activity programming on preservice physical educators’ self-efficacy toward SWD (Tindall et al., 2016). Significant increases in
participants’ overall self-efficacy scores were found from pre-and post- measures taken before and after
the 10-week experience in the adapted physical activity program F(1,62) = 74.38, p < .01. Participants
self-efficacy scores toward all subscales significantly increased including intellectual disability F(1,62) =
90.18, p < .01, physical disability F(1, 62) = 29.35, p < .01, visual impairment F(1,62) = 10.46 p < .01. From
the focus groups, it was shown the pre-service physical educators’ self-efficacy was supported by the
mastery and vicarious experiences, noting that the one-on-one experience and group setting learning
with their peers supported their self-efficacy beliefs (Tindall et al., 2016).
Taliaferro et al. (2015) examined the impact of a 15-week APE course with associated practicum
on preservice physical educators’ self-efficacy beliefs toward the inclusion of SWD using two scales: 1)
PESEISD-A and 2) the Situation Specific Self-efficacy Instrument for PETE Majors (SSSI-PETE) in addition to
open-ended questions to enrich statistical findings. Participants’ self-efficacy belief toward the inclusion
of SWD significantly increased throughout the course for all disability types: ASD, F(2,170) = 92.15, p <
.001, ηp2 = .51, ID F(2,176) = 98.24, p < .001, ηp2 = .52, physical disability F(2,172) = 69.39, p < .001,
ηp2=.45, and visual impairment F(2,172) = 82.70, p < .001, ηp2 = .49 each with a large effect size
(Taliaferro et al., 2015). These findings suggest that PETE program preparation can play a significant role
in developing pre-service physical educators’ self-efficacy toward teaching SWD.
Beamer and Yun (2014) conducted a study to examine 142 general physical educators’ selfefficacy toward teaching students with ASD and their intentions and behaviors toward including
students with ASD in PE. To evaluate self-efficacy they used Taliaferro, Block, Harris, and Krause’s (2011)
PESEISD-A, version 8.2, and intentions and behaviors were evaluated with Jeong and Block’s (2011)
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instrument Teacher’s Beliefs and Intentions toward Teaching Students with Disabilities (TBITSD). The
physical educators reported “generally positive self-efficacy beliefs” toward including students with ASD
M = 7.8, 95% CI [7.6, 8.1]. Of the participants, 46% felt their one undergraduate course in APE prepared
them “fairly well,” while 42% felt “not at all” prepared to include students with ASD. Significant
relationships between physical educators’ self-efficacy and inclusion attitudes (r = .59, p < .05) and selfefficacy and inclusion intentions (r = .31, p < .05) . Significant predictors of self-reported inclusive
behavior were experience (β = .33), graduate coursework (β = .25), and perceptions of quality
undergraduate training (β = .19). Self-efficacy toward inclusion was found to have a low yet significant
positive relationship with self-reported inclusion behaviors (r = .19, p < .05), but was not found to
significantly predict behaviors (Beamer & Yun, 2014). Physical educators’ self-efficacy attitudes toward
inclusion are important because they inform their inclusion behaviors which directly impact SWD
participation in PE. Concurrent with research and attitudes toward the inclusion of SWD, the outcomes
of this study have emphasized the importance of physical educators' experiences in their PETE
programs.
Practicum experiences can have a positive influence on physical educators’ self-efficacy beliefs
toward behavior management. Physical educators' self-efficacy toward behavior management was
investigated using a behavior management self-efficacy survey developed from a modified version of
Brouwers & Tomic’s (1999) Teacher Interpersonal Self-efficacy Scale. Before their practicum experiences,
physical educators in Main & Hammond’s (2008) study reported the highest self-efficacy in their ability
to use non-aversive techniques to manage behavior (M = 3.2) and after practicum, the highest selfefficacy reported their ability to self-evaluate their teaching and classroom management skills and use
the results constructively (M = 3.4). When compared to their pre-practicum experience, participants
reported significantly higher levels of overall self-efficacy toward behavior management after their
practicum experiences t(64) = 6.44, p < .05. Despite physical educators’ overall self-efficacy significantly
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increasing, their self-efficacy toward items related to behavior management made insignificant changes
suggesting their practicum experience did support their belief in their ability to manage challenging
behavior (Main & Hammond, 2008). The implications of this study suggest physical educators’ practicum
experiences play a greater role in shaping students' self-efficacy toward behavior management as
compared to their PETE program’s coursework. These findings may reflect the greater opportunities for
pre-service physical educators to gain sources of self-efficacy in their practicum teaching. During this
time, physical educators’ may experience mastery experiences when successful in behavior
management strategies that they learned through vicarious experiences observing their mentor teacher.
Mentor teachers, peers, and professors may provide verbal persuasion to encourage their students'
teaching performance where they will begin to familiarize themselves with the physiological and
emotional states related to teaching PE.
Dawson and Scott (2013) developed the Teaching Students with Disabilities Efficacy Scale
(TSDES) due to the need to examine physical educators’ self-efficacy toward the inclusion of SWD that
was more specific than general teacher efficacy (Tschannen-Moran et al., 1998) and was not a measure
of attitudes or beliefs (Rizzo, 1988; 1993). The TSDES was found to be valid and reliable (Cronbach’s α =
.913) with pre-service and in-service educators with five scales (a) instruction, (b) professionalism, (c)
teacher support, (d) classroom management, and (e) related duties. Consistent with recommendations
by Bandura (1997) the scale includes “I can” statements and uses a 9-point Likert Scale to be considered
with Tschannen-Moran & Woolfolk Hoy’s (2001) Teacher Sense of Self-efficacy Scale which they used to
validate their instrument with. Positive predictors of the teachers’ self-efficacy for teacher support with
SWD included the amount of special-education coursework (β = .23, p < .008) and years of teaching (β =
26, p < .008). The physical educators' self-efficacy toward classroom management was significantly
predicted by the amount of coursework taken in special education (β= .26, p < .008). Self-efficacy
toward classroom management (M = 6.62, SD = 1.72) and related duties (M = 6.08, SD = 1.9) were
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reported as the lowest. Authors recommend the scale for (a) evaluation of pre-service and in-service
educators’ self-efficacy toward inclusion to identify areas they lack efficacy to inform teacher education,
(b) how pre-service physical educators' beliefs change over their teacher education training, (c)
identifying the kinds of experiences with SWD that contribute to an increase or decrease in self-efficacy
toward inclusion (Scott & Dawson, 2013). These recommendations for further investigations related to
the socialization process and how sources of self-efficacy are attained during pre-service and in-service
experiences.
Evaluation of physical educators’ self-efficacy toward inclusion has similar findings to perceived
competencies about attitudes toward inclusion of SWD (Beamer & Yun, 2014; Taliaferro et al., 2015;
Solomon & Scott, 2013) and experiences with SWD (Taliaferro et al., 2015; Tindall et al., 2010). When
self-efficacy was evaluated by disability type and challenges, physical educators had the lowest levels of
self-efficacy toward classroom management and behavior management categories (Solomon & Scott,
2013; Main & Hammond, 2005). A sample contradicting these low levels of self-efficacy toward behavior
management were pre-service educators without practical experience who reported higher levels of
self-efficacy when compared to student teachers with practical experience (Emmer & Hickman, 1991).
This suggests that pre-service physical education students may inaccurately evaluate their abilities in
behavior management without practical experience aligning with reports of physical educators feeling a
“reality shock” when inducted into teaching. Higher levels of self-efficacy toward the inclusion of
students with ASD were found to correlate with higher levels of mastery experiences, vicarious
experiences, and social persuasion (Taliaferro, 2010). This supports physical educators’ report of
inadequate preparation in behavior management and the need for more practical experiences working
with SWD (Lytle, 2010). A lack of preparation and experience managing the challenging behavior of SWD
may limit the sources of self-efficacy (i.e., mastery experiences, vicarious experience, verbal persuasion)
physical educators can experience to gain self-efficacy in behavior management. Quantitative studies
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have provided insight into factors that predict and correlate to a physical educator’s self-efficacy toward
the inclusion of SWDs however, to fully understand the context-specific self-efficacy related to the
behavior management phenomena, further qualitative work eliciting experiences that did or did not
influence physical educators’ self-efficacy in behavior management is necessary.
Occupational Socialization Theory
To gain an understanding of factors influencing physical educators’ self-efficacy toward behavior
management, it is necessary to examine how the four sources of self-efficacy are gained before, during,
and after PETE program training. Occupational socialization is the process in which physical educators
learn the knowledge, values, skills, and dispositions needed to teach PE (Richards & Gaudreault, 2017).
An existing framework that can support examining the sources of self-efficacy related to behavior
management is the occupational socialization theory which organizes a physical educator’s socialization
into three phases. Occupational socialization theory describes three phases of socialization that can
occur simultaneously and/or at separate points throughout a physical educator’s lifetime consisting
acculturation socialization, professional socialization, and organizational socialization (Lawson, 1983a;).
Although it is recognized that concurrent socialization can occur, as in student teaching when a physical
educator is both experiencing professional and organizational socialization, the occupational
socialization theory model has been used as a three-phase chronological framework to evaluate physical
educators’ socialization related to teaching SWD (Dillon et al., 2020).
Acculturation Socialization. The first phase of the model, acculturation socialization, begins early
in life and continues until the start of an individual’s PETE program and is sometimes referred to as pretraining (Lawson, 1983a; Richards et al., 2014; Richards & Gaudreault, 2017). In addition to cultural and
familial socializers, pre-service teachers are influenced by their experiences as students in school and
what they observe during what Lortie (1975) calls the “apprenticeship of observation.” In the
apprenticeship of observations, students spend around 13,000 hours observing their teachers, coaches,
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administrators, and school personnel throughout their kindergarten through 12th-grade experience
(Lortie, 1975). These hours of observation may lead students to their career choice and performance as
a physical educator and informs a preconceived conception of the requirements it takes to be a physical
educator (Lortie, 1975). Preconceptions formed during the apprenticeship of observation can motivate a
career choice in PE and can lead to expectations that do not match the reality experienced once
teaching in the PE classroom (Dillon et al., 2020; Lortie, 1975). Contrarily, Pugach (1992) points out that
many special education teachers lack this apprenticeship of observation as they miss out on the average
12 years of experience observing educators working with SWDs in special education classrooms (Pugach,
1992). Pugach (1992) recommends further research into the acculturation phase of future special
educators and further investigation into the differences in socialization between teachers with special
education backgrounds and those without (Pugach, 1992). This suggested inquiry can be applied to the
specialized APE training adapted physical educators receive in comparison to general physical educators
and the potential absence of apprenticeship of observation may apply to physical educators who lacked
exposure to APE or the inclusion of SWD in their PE classes.
Factors that influence an individual’s career choice in PE begin early in childhood in various
settings including physical activity, PE, and sociocultural norms (Lawson, 1983a; Lortie, 1975). The
subjective warrant is a pre-service physical educator’s perceptions of the skills and abilities they need to
enter and successfully perform the duties required in the role as a physical educator and serves as a
facilitator to their future employment goals (Dewar & Lawson, 1984; Templin et al., 1982). Physical
educators are often individuals with a background in playing sports and coaching has served as a
facilitator to teaching PE and is related to an individual’s future orientation toward coaching (Lawson,
1983a; Richards et al., 2019; Templin et al., 1982). The limited inclusion of peers with disabilities in
traditional sports settings may influence physical educators with coaching orientations to believe or
expect that SWD will not be enrolled in their GPE classes and will not be their responsibility to educate
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(Morley et al., 2005; Block et al., 2007). PE has been stereotyped as “easy work” with short hours,
holidays, and summer vacations attracting individuals to pursue teaching PE (Templin et al., 1982).
Physical educators seeking “easy work” may have incompatible work ethics necessary for the efforts
needed to manage the challenging behavior of SWD.
Dillon et al. (2020) used semi-structured interviews to examine the occupational socialization of
pre-service physical educators’ experiences teaching SWD. Early influential figures link parents who
taught PE, influential PE teachers, and mentor coaches served as motivation to pursue a career in PE
(Dillon et al., 2020). The pre-service physical educators felt unprepared, self-doubt, and frustrated when
they felt their PETE program training did not provide realistic challenges they faced in student teaching.
Information from cooperating teachers, school district personnel, and PETE program faculty resulted in
conflicting expectations for the pre-service physical educators. Ultimately, the participants prioritized
responding to expectations from school personnel over best practices and expectations from their PETE
program with reported fear of contradicting professional practices and jeopardizing their position (Dillon
et al., 2020). Implications of this study include the need for PETE programs to develop students’
subjective warrant to bolster realistic expectations for their occupation as physical educators and
experiences with SWD should occur across realistic teaching contexts, including the behavioral
challenges of SWD. Dillon et al. (2020) recommend further qualitative research, particularly longitudinal
studies, looking into physical educators’ occupational socialization process specific to teaching SWD.
Calls for future research into the socialization of physical educators can be addressed with a specific
investigation into physical educators’ socialization and influences shaping their beliefs in managing the
challenging behaviors of SWD.
Professional Socialization. Professional socialization starts when an individual begins their PETE
program training, usually done at a college or university (Lawson, 1983). It cannot be assumed that PETE
students will accept all of the knowledge, values, and beliefs presented in their program and awareness
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should be brought to the role that the apprentice of observation and subjective warrant have on
student’s investment (Schempp & Graber, 1992). Many have described occupational socialization as
dialectic as physical educators’ experiences in their PETE program may challenge their beliefs, values,
and behaviors previously conceptualized which in turn can challenge the PETE program and faculty
(Lawson 1983a; 1983b; Richards & Gaudreault, 2016; Schempp & Graber, 1992). Physical educators may
enter PETE programs and continue into their roles as physical educators with beliefs about behavior
management they learned during their formative years from parents, teachers, and coaches.
Though teachers are provided knowledge and mentorship in practicum experiences, it has been
shown that physical educators fall back on preconceived orientations (Richards et al., 2014). Students
may enter their PETE program with coaching and sports orientations that convolute their perception of
teaching PE with the belief that is the same as coaching (Lawson, 1983b). A student in a PETE program
with an innovative orientation is reflective, open to change, and maintains up to date in their teaching
whereas their peer with a custodial orientation would prioritize maintaining the status quo, avoiding
change, and maintaining traditional teaching methodologies (Curtner-Smith, 2009; Richards et al., 2014).
As demonstrated in Dillon et al. (2020), physical educators often succumb to the pressures of their
colleagues. A washout of skills learned in PETE program training begins in student teaching when
influences from mentor teachers and school norms at field site placement provide countering
information taught in PETE programs (Schempp et al., 1993; Zeichner & Gore, 1989). These early
socializing influences may impact physical educators’ receptivity to evidence-based behavioral supports
taught in their PETE program and continuing professional development. Further, they may influence the
way physical educators approach behavior management in their classrooms and could be related to
physical educators’ beliefs that teaching SWD is not their responsibility, leading to low career
commitment (Block et al., 2005; Lawson 1983a; Morley et al., 2005).
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Organizational Socialization. During the final phase, organizational socialization, an individual’s
socialization to PE is continuously shaped by social and environmental influences in their teaching
placement (Lawson, 1983b). Organizational socialization is sometimes referred to as the induction phase
because this is when teachers are initiated into the norms and practices of the organizational system
(Richards & Gaudreault, 2016). Upon entering their teaching positions, physical educators emulate the
teaching strategies they observed during their K-12 PE experiences (Lortie, 1975) and are further
influenced by their schools where the culture is shaped by authoritative and veteran figures. This
constructed social culture is an informal agreement among insiders that is reinforced with unwritten
knowledge, values, and beliefs shared within a school system (Richards & Gaudreault, 2016). Physical
educators’ response to these socializers is often the adoption of a custodial teaching approach where
they avoid advocating or making a change to gain acceptance from their organization (Curtner-Smith,
2009). As in their student teaching, the adoption of the newly introduced practices leads to washout,
and physical educators’ content and pedagogy skills attained in their PETE program fall second to the
norms of their organization (Schempp et al., 1993; Zeichner & Gore, 1989). Physical educators who do
not remain current on best practices and cultural norms can fall into knowledge obsolescence where
their instruction no longer serves relevance to their students (Richards et al., 2014). This knowledge
obsolescence and detachment from relevant practices may make a physical educator’s approach to
behavior management out-of-date and inappropriate, like using exercise as punishment.
Misalignment between a physical educator’s subjective warrant and their reported ‘reality
shock’ (Dillon et al., 2020; Rikard & Banville, 2010) is furthered as a physical educator learns the ranging
demands of their role including (a) classroom responsibilities like instruction, behavior management,
student assessment, and acquiring equipment; and (b) responsibilities in their larger community like
paperwork, committees, and IEP meetings (Richards et al., 2014). In addition to these responsibilities, PE
is marginalized in schools often leading to the isolation of physical educators (Eldar et al., 2003).
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Administrative, collegial backing and mentoring programs have shown to be effective at supporting a
new physical educator’s induction into teaching (Eldar et al., 2003; Richards & Templin, 2011; Rikard &
Banville, 2010). Though these induction mentoring programs show promise, their implementation is not
a normal practice (Richard et al., 2014). More commonly, educators have reported students challenging
behavior as a primary reason for burnout and attrition (Aloe et al., 2014) and have equated their
induction into PE as being “eaten alive” (Garrahy et al., 2005, p. 58). Physical educators unable to cope
with the behavioral challenges of SWD may have lacked experiences that foster their self-efficacy
toward teaching SWD. Further understanding of how the sources of self-efficacy are experienced
throughout the phases of occupational socialization theory is necessary to understand how physical
educators develop self-efficacy toward the behavior management of SWD.
Socializing Factors Related to Self-efficacy toward Behavior Management
How physical educators are socialized in their beliefs toward behavior management and the
behavioral challenges of SWD may influence their attitudes toward the inclusion of SWD in their PE
classes. The four sources of self-efficacy may be experienced differently throughout the phases of
occupational socialization theory and may influence physical educators' overall self-efficacy toward
behavior management of SWD. Understanding physical educators’ self-efficacy toward behavior
management is significant because it can provide an understanding of their future behaviors. Bandura’s
(1997) conceptualization of teacher efficacy suggests that teachers with a low sense of instructional selfefficacy may believe that little can be done for students who are unmotivated whereas educators that
perceive themselves as capable instructors, or as having high instructional efficacy, may approach
difficult students with a belief that they are teachable with extra effort and appropriate techniques. This
may apply to physical educators’ who feel unprepared to teach SWD with behavioral challenges and
may indicate that they hold low levels of self-efficacy toward the behavior management of SWD.
Acculturation Socialization
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Influences during this acculturation socialization serve as foundational beliefs and ideologies
that carry with a physical educator into PETE training and the PE classroom (Lawson, 1983a; Richards &
Gaudreault, 2016). If physical educators had little time observing SWD in their GPE settings or saw SWD
who exhibited challenging behavior be removed from the classroom, they may hold fewer positive
attitudes toward including SWD. Lack of experience observing inclusion or observation of exclusion may
lead pre-service physical educators to believe their future role does not require effective management
or inclusion of SWD who exhibit challenging behavior in their PE setting. Socializing experiences during
the apprenticeship of observation inform physical educators’ beliefs about behavior management and
may limit their reception of empirically-based practices taught in PETE programs and they later adopt
the practices of their school system to maintain the status quo (Templin et al., 1982). Early socializers
like parents, coaches, and physical educators have been reported as reasons that individuals pursue
their careers and as influences on their approaches to behavior management (Hovdal et al., 2021; Lortie,
1975; Main & Hammond, 2008; Pagnano & Langley, 2001). Investigating and confirming specific
vicarious experiences that physical educators noted as most influential to their self-efficacy toward the
behavior management of SWD could provide insight into the potentially cyclical socialization of PE
behavior management practices.
Professional Socialization
PETE programs and PE professional organizations teach positive behavior management
strategies involving proactive strategies that are prepared before the start of class and are aimed at
modifying the environment to promote the appropriate behavior. Though using exercise as a form of
behavior management has been condemned (NASPE, 2009) physical educators still rely on this tactic
justifying the practice as something they learned from the childhood physical educators and teacher
mentors in their PETE program (Pagnano & Langley, 2001; Richardson et al., 2012; Rosenthal et al.,
2010). The socializing influences from student teaching have been shown to impact pre-service physical
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educators’ orientations toward behavior management (Dillon et al., 2020). Physical educators’ attitudes
and beliefs toward teaching SWD are related to previous experiences working with SWD (Rizzo &
Vispoel, 1991), coursework in APE (Obrusnikova, 2008), perceived competence (Block & Rizzo, 1995;
Rizzo & Vispoel, 1991; Obrusnikova, 2008), and quality of experiences (Block & Rizzo, 1995). Self-efficacy
toward the inclusion of SWD is significantly influenced by their APE coursework (Beamer & Yun, 2014;
Taliaferro et al., 2015). Pre-service physical educators' self-efficacy toward behavior management
remained unchanged after a four-week practicum (Main & Hammond, 2005) while Taliaferro et al.'s
(2015) findings that demonstrated PETE students’ self-efficacy toward inclusion significantly increased
following a 15-week course with APE practicum experience. These differing outcomes may suggest that
the length of time of the APE practicum experience may influence a self-efficacy belief toward inclusion.
Though we know PETE program training positively influences physical educators’ self-efficacy toward the
inclusion of SWD, it is unclear how training or the length of the training specifically influences their selfefficacy toward the behavior management of SWD. In this phase, pre-service physical educators are
inundated with information and experiences about being a physical educator, and gaining insight into
the information and experience physical educators found most influential in developing their selfefficacy toward the behavior management of SWD can help PETE faculty facilitate these influential
experiences.
Organizational Socialization
Once physical educators enter the profession, they emerge into another level of socializing
influences that can shape their beliefs toward the behavior management of SWD. A novice physical
educator may be familiar with the organization but not yet fully understand the social structure of the
organization (Denhardt, 1968) which can place demands on their behavior management approach. It has
been established that physical educators experience difficulties managing the challenging behavior of
SWD (Hodge et al., 2009; Morley et al., 2005; Obrusnikova & Dillon, 2011) and have reported deficits in
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behavior management training in their PETE preparation (Lavay et al., 2014) and practical experiences
(Dillon et al., 2020; Hodge et al., 2009). The orientations and belief systems physical educators learn in
their formative years influence the way they approach behavior management in their years teaching PE.
Physical educators hold less favorable attitudes and beliefs toward including students with emotional or
behavioral disorders (Obrusnikova, 2008; Rizzo & Vispoel, 1991), and students who have a profound
disability associated with challenging behaviors (Block & Rizzo, 1995). Educators’ self-efficacy toward the
inclusion of SWD has been reported lower when specific to managing behaviors (Main & Hammond,
2005; Taliaferro, 2010) or classroom management (Solomon & Scott, 2013). Physical educators’ higher
levels of self-efficacy toward the inclusion of students with ASD in PE were positively related to mastery
experiences, vicarious experiences, and social (verbal) persuasion (Taliaferro, 2010). Exploring the
specific mastery experiences, vicarious experiences, and verbal persuasion that bolsters a physical
educator’s self-efficacy toward behavior management can also inform specific training needs in PETE
programs. Though physical educators’ limited experiences and inadequate behavior management
preparation can contribute to lower levels of self-efficacy toward the inclusion of SWD with behavioral
challenges, it is unclear how specific sources of self-efficacy contribute to a physical educator’s selfefficacy toward behavior management.
Conclusion
Physical educators need to be prepared to teach all students, including the SWD who are
included in GPE. Some SWD experiences co-occurring challenging behaviors that physical educators
report feeling unprepared for their PETE program training to manage (Dillon et al., 2020; Garrahy et al.,
2005; Hill & Brodin, 2004; Lavay et al., 2014). In addition, physical educators hold less favorable
attitudes toward including SWD with behavioral challenges (Block & Rizzo, 1995; Hodge et al., 2009;
Morley et al., 2005; Rizzo & Vispoel, 1991; Obrusnikova, 2008) and have lower levels of self-efficacy
toward inclusion on behavior management subscales related to teaching SWD (Main & Hammond, 2005;
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Solomon & Scott, 2013). These attitudes and self-efficacy beliefs held by physical educators are related
to physical educators’ APE coursework and hands-on experiences working with SWD (Beamer & Yun,
2014; Block & Rizzo, 1995; Hodge et al., 2009; Hutzler et al., 2005; Rizzo & Vispoel, 1991; Obrusnikova,
2008; Taliaferro et al., 2015; Solomon & Scott, 2013). Though these factors within a PETE program have
been demonstrated to influence physical educators’ attitudes toward the inclusion of SWD, a physical
educators’ behavior management approach may be related to influences occurring before and after
their PETE program training.
It has been established that factors before, during, and after physical educators’ PETE training
experiences influence their attitudes and approaches to behavior management. Within the acculturation
phase of socialization, most individuals educated in the traditional U.S. public school system spend
significant time observing physical educators, coaches, and parents manage behavior (Lawson, 1983a;
Lortie, 1975). Physical educators may have lacked time spent observing peers with disabilities in general
education (Pugach, 1992). Once in professional socialization, PETE programs provide an opportunity to
influence physical educators’ knowledge and attitudes toward including SWD (Beamer & Yun, 2014;
Block & Rizzo, 1995; Hodge et al., 2009; Hutzler et al., 2005; Rizzo & Vispoel, 1991; Obrusnikova, 2008;
Taliaferro et al., 2015; Solomon & Scott, 2013). With the little time spent on behavior management
preparation in the average PETE program curricula (Lavay et al., 2012), these potential experiences that
could foster a physical educator’s self-efficacy toward the behavior management of SWD may be missed
opportunities. Even if adequately provided by PETE programs, these experiences may not be influential
or perceived valuable enough to avoid the skill “washout” that occurs when physical educators begin
teaching within school settings where pressures from administrators and the community “status quo”
outweigh values learned in PETE training (Dillon et al., 2020; Richards et al., 2014; Smith 1993). In
addition to these pressures, the behavior management approaches physical educators observed in their
formative years are often preferred and used over those taught in their PETE programs (Lortie, 1975;
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Garrahy et al., 2005; Main & Hammond, 2008; Pagnano & Langley, 2001). Like PETE program training,
continuing professional development has the potential to provide physical educators with the training
and support in behavior management, yet most physical educators report little to no continuing
professional development related to behavior management (Lavay et al., 2012). To gain an
understanding of the factors influencing physical educators’ self-efficacy toward behavior management,
it is necessary to gain an in-depth understanding of ways in which physical educators experience the
sources of self-efficacy that foster their beliefs toward the behavior management of SWD throughout
the phases of occupational socialization theory.
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